The Complex Role of the Faculty Advisor by Sidnell, Anne
Western University 
Scholarship@Western 
The Organizational Improvement Plan at 
Western University Education Faculty 
7-21-2020 
The Complex Role of the Faculty Advisor 
Anne Sidnell 
asidnel2@uwo.ca 
Follow this and additional works at: https://ir.lib.uwo.ca/oip 
 Part of the Educational Leadership Commons 
Recommended Citation 
Sidnell, A. (2020). The Complex Role of the Faculty Advisor. The Organizational Improvement Plan at 
Western University, 175. Retrieved from https://ir.lib.uwo.ca/oip/175 
This OIP is brought to you for free and open access by the Education Faculty at Scholarship@Western. It has been 
accepted for inclusion in The Organizational Improvement Plan at Western University by an authorized 
administrator of Scholarship@Western. For more information, please contact wlswadmin@uwo.ca. 
Running head: ROLE OF THE FACULTY ADVISOR                                                                                      
  
ii 
 
Abstract 
The faculty advisor role in Bachelor of Education programs in Ontario is complex and requires a 
sophisticated range of knowledge and skills. Faculty advisors support teacher candidates during 
practicum placements, teach weekly courses, communicate with associate teachers, and provide 
the important link between the university setting and classroom teaching. Despite their crucial 
role in the development of our future teachers, faculty advisors must contend with challenging 
issues within higher education organizations, including precarious employment, limited access to 
resources and professional development, and marginalized status in the university community. 
Issues of identity are raised in the context of inexperienced teacher educators who must develop 
new skills to teach adults, often following highly successful careers as school leaders. The 
Organizational Improvement Plan will explore the specific context of the faculty advisor at North 
Clarence University and will address the problem of practice, which is that too few faculty 
advisors are able to provide the consistent, equitable and knowledgeable support that is required 
by teacher candidates to make effective connections between their academic course work and 
classroom practice. Lewin’s Three-Step Model (Burnes, 2004) is paired with elements of Lewis’ 
(2019) Stakeholder Communication Model to frame the change process. Four potential strategies 
are identified to address the problem of practice: the development of a mentorship program, the 
implementation of professional learning communities, the introduction of celebration and 
recognition events, and enhanced induction procedures. The Organizational Improvement Plan 
includes both transformative and shared leadership approaches, with a focus on social justice, 
equity and democratic principles.  
 Keywords:  faculty advisor, teacher educator, mentorship, induction procedures, sessional 
contracts 
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Executive Summary 
The role of the faculty advisor in supporting the learning of teacher candidates in 
Bachelor of Education programs is both challenging and complex. Faculty advisors are 
responsible for assisting teacher candidates to connect learning in the academic environment of 
the university to classroom practice. Expertise in both the academic and practical aspects of 
teaching is important as faculty advisors are required to support teacher candidates during 
practicum placements, provide instruction through weekly classes and assist students in 
connecting the theoretical aspects of their university program with the practical and complex 
challenges of teaching a classroom of students (OCT, 2010). This linking of theoretical and 
practical learning is critical to the professional development of teacher candidates and their 
future success in the classroom. The problem of practice that is addressed in the Organizational 
Improvement Plan is that too few faculty advisors are able to provide the consistent, equitable 
and knowledgeable support that is required by teacher candidates to make effective connections 
between their academic course work and classroom practice. 
Chapter 1 introduces the problem of practice and situates the problem within the context 
of the department and the university. The historical context of the organization is investigated 
and is connected to the present context. The problem of practice is explored from a critical 
perspective, with both transformative and shared leadership investigated as effective approaches 
to address the needs of faculty advisors and other stakeholders in working towards sustainable 
change.  
A review of the literature sheds light on a variety of challenges in the faculty advisor role 
including issues related to the teacher identity of university faculty teaching in teacher education 
programs (Kosnik & Beck, 2008). Faculty hired to these positions are frequently former teachers 
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and administrators (Kosnik & Beck, 2008) and the research points to a number of factors that 
make this transition challenging. These include the lack of induction processes, the need to 
develop different skills to teach adults rather than children, and a potentially jarring transition 
from successful teaching and leadership roles to novice teacher, sometimes with little support 
from the university (Beck & Kosnik, 2002b; Kosnik & Beck 2008). Some of the most striking 
findings come from the literature related to precarious employment. The Canadian Association of 
University Teachers (2018) notes that inequity in the university environment is increasing due to 
“over-reliance on short-term contract work” (p. 4).  Pasma and Shaker (2018) report that in 2016-
17 more than half of Education faculty positions in Canada were filled through contracts rather 
than tenured or tenure-track positions, and that almost 90% of contract positions were part-time.  
All of the faculty advisors at North Clarence University are employed on limited-term or 
sessional contracts leading to challenges stemming from precarious employment. Issues arising 
from precarious work include a sense of isolation, limited opportunities for working with 
colleagues and conducting research, and lack of representation on committees and at faculty 
events. The literature points to high staff turnover, uncertainly and inability to plan effectively 
for work and life goals, financial insecurity, limited work resources and supports, and a lack of 
voice in important organizational decisions (Brown, Goodman, & Yasukawa, 2010; Burge, 2016; 
Ryan, Burgess, Connell, & Groen, 2013) as some of the adverse impacts of this type of work. 
Others identify the negative impact of a division between non-tenured and tenured faculty 
(Brown et al., 2010; Kosnik & Beck, 2008) and limited opportunities for non-tenured faculty to 
be involved in research (Kosnik & Beck, 2008). 
In Chapter 2, Lewin’s (Burnes, 2004) Three-Step Model is paired with elements of 
Lewis’ (2019) Communication Stakeholder Communication Model to frame the change process. 
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In addition, Nadler and Tushman’s (1989, 1999) Congruence Model provides a framework for 
examining elements that need to change as part of the Organizational Improvement Plan. Four 
potential strategies are identified to address the problem of practice: the development of a 
mentorship program, the implementation of professional learning communities, the introduction 
of celebration and recognition events, and enhanced induction procedures. An integrated 
approach that includes three of the four potential solutions is presented as the preferred model 
taken forward in the Organizational Improvement Plan.  
Finally, Chapter 3 provides change implementation and communication plans based on 
the Lewin (Burnes, 2004) and Lewis (2019) models. Implementation approaches for each of the 
three selected strategies are provided and connections are made to the goals of the Organizational 
Improvement Plan. A successful and sustainable change process will result in less isolation and 
marginalization for faculty advisors, and an enhanced role and stronger voice within the 
organization. The ability of faculty advisors to provide equitable and knowledgeable support will 
result in improved learning for teacher candidates, and ultimately, more effective classroom 
instruction for their future students. 
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Chapter 1: Introduction and Problem of Practice 
Teaching in the 21st century has become increasingly complex and demanding, with 
research indicating that “highly competent teachers apply a range of practices for varying 
purposes, incorporate and integrate different kinds of knowledge, build up a sophisticated 
pedagogical repertoire, and adapt to learner diversity and shifting contextual forces” (Gambhir, 
Broad, Evans, & Gaskell, 2008, p. 3). The Ontario College of Teachers (OCT) notes that the 
public has heightened expectations of students and schools, and there are consequently 
increasing expectations and demands on Ontario’s current pre-service teachers (OCT, 2006). As a 
result, teacher education programs must address the complex learning needs of a new generation 
of teachers who will need to be adaptive, collaborative, and embrace life-long learning (OCT, 
2006).  Indeed, as Darling-Hammond and Bransford (2005) emphasize: 
To meet the expectations they now face, teachers need a new kind of preparation—one 
 that enables them to go beyond “covering the curriculum” to actually enable learning for 
students who learn in very different ways. Programs that prepare teachers need to 
 consider the demands of today’s schools in concert with the growing knowledge base 
 about learning and teaching if they are to support teachers in meeting these expectations. 
 (p. 2) 
The problem of practice that has been identified is that too few faculty advisors are able to 
provide the consistent, equitable and knowledgeable support that is required by teacher 
candidates to make effective connections between their academic course work and classroom 
practice. 
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Organizational Context 
 North Clarence University [name changed for anonymization purposes] is home to one of 
sixteen Bachelor of Education programs providing teacher preparation in the province of 
Ontario. The program leads to teacher certification by the Ontario College of Teachers (OCT), in 
addition to the Bachelor of Education degree. The teaching faculty in the Faculty of Education at 
North Clarence is comprised of tenured professors, full-time instructors on limited-term contracts 
and instructors on sessional contracts. Those in the faculty advisor role, which is the focus of this 
problem of practice, are all employed on limited-term or sessional contracts. 
 Faculty advisors are described by the OCT (2010) as the liaison between the university 
faculty and the school, and are “seen as the bridge between research and practice” (p. 8). The 
work is demanding and complex, and is impacted by factors both external and internal to the 
organization. These factors, their impacts on the role of the faculty advisor, and the implications 
for teacher candidates will be explored as part of the problem of practice. 
 Organizational history, mission and vision. The teacher education program at North 
Clarence University prepares teacher candidates for certification by the Ontario College of 
Teachers.  Although teacher education, in partnership with school boards and a nearby university, 
has been offered since the early 1970s, the Faculty of Education at North Clarence was 
established in the early 2000s. Longstanding partnerships and collaborative structures were 
foundational in the creation of the Bachelor of Education program [Organization website, 2020]. 
At present, partnerships with stakeholders including principals and administrative staff from 
local school boards, associate teachers, local teacher federations, Ministry representatives and 
teacher candidates continue to be considered important foundations of the program [Organization 
website, 2020]. The conceptual framework for the Faculty of Education describes teacher 
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education as a learning partnership that includes the full community and focuses on current 
research and theory [Organization website, 2020]. Similarly, the university’s mission statement 
includes commitments to the development of strong partnerships and collaborations, preparing 
students to make important contributions in an ever more complex world, inspiring and 
celebrating innovation and excellence in teaching, and promoting a culture that fosters 
collegiality and a sense of belonging (Government of Ontario, 2017). The mission statements 
and stated values of both the Faculty of Education and the university are strongly connected to 
the role of the faculty advisor, which has been described as the link between the university 
research environment and teaching practice by the Ontario College of Teachers (2010), the 
accreditation body for teacher education programs in the province.  
 The problem of practice within the organization. The Faculty of Education teaching 
staff at North Clarence University is comprised of a small number of tenured professors (e.g. 
under twelve), several instructors on limited-term contracts (e.g. currently fewer than seven) and 
many who are employed on sessional contracts. The faculty advisor group consists of instructors 
who are all on limited-term contracts, with a significant majority hired on sessional, part-time 
contracts. Hiring of non-tenure track, limited-term academic faculty has already become an 
accepted practice in higher education, and the numbers of these types of contracts has risen 
dramatically in university environments over recent decades (Brown, Goodman, & Yasukawa, 
2010; Burge, 2016).  Brown, Goodman, and Yasukawa (2010) point to issues of income 
insecurity, marginalization related to scholarship opportunities, a lack of career advancement and 
lack of voice as key issues related to sessional contracts.  The resulting precarious work status 
directly impacts the work of faculty advisors, resulting in issues of marginalization that include a 
lack of voice and representation in decision-making, limited access to professional development 
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and resource materials, issues of teacher identity, lack of continuity in hiring from year to year, 
limited opportunities to connect with tenured colleagues and minimal opportunities for 
engagement in research. Given the expectation that faculty advisors support teacher candidates in 
making meaningful connections between their university course work and classroom practice, 
these issues add to the challenging nature of the position. 
The problem of practice is also impacted by organizational structures that include the 
scheduling of courses and sections, instructor to student ratios, limited meeting opportunities and 
the lack of access to representation on committees. In addition, course content and faculty 
advisors’ expertise are important elements of the problem of practice. These areas are impacted 
by the culture of the department and the university, and the importance of academic freedom in 
the university environment. All of the university’s collective agreements with faculty recognize 
academic freedom. While collaboration and collegiality are important values expressed by the 
department and university, academic freedom plays a role in the way individual faculty advisors 
implement the course content which makes consistency challenging. 
The current and future organization. The structure of North Clarence University is 
hierarchical in nature. The university has a bicameral governance system composed of a Board of 
Governors and Senate [Organization website, 2020]. The Board of Governors is composed of 
elected members. The Senate includes the Chancellor of the university, President, Provost, Vice-
President, as well as Deans and Associate Deans, the university librarian and the Associate Vice-
President, Students [Organization website, 2020]. Within the Faculty of Education, the 
organization consists of the dean, manager, tenured professors, full-time limited-term contract 
faculty and sessional instructors, in addition to support staff. While a number of important 
decisions are made by committee, the structure of committees prioritizes tenured faculty and has 
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limited, and often transitory, representation for sessional and limited-term contract instructors.  
 The university is also significantly impacted by political forces both internally and 
externally, and is currently dealing with significant financial limitations. Current political 
influences on higher education in Ontario are exemplified in the structure and goals of the 
Higher Education Quality Council of Ontario (HEQCO) which is a Government of Ontario 
agency. HEQCO states that “funding formulas are the most powerful instruments available to 
government to steer system change and institutional behaviour” (HEQCO, 2019, para. 3) and 
supports funding formulas that are tied to targeted outcomes. The Canadian Federation of 
Students (CFS, 2019) notes that the 10% reduction in university tuition fees imposed by the 
current provincial government will result in a loss of $440 million to universities. In addition, 
Ontario’s per-student funding is already the lowest in Canada (CFS, 2019). Issues of precarious 
work, university funding pressures, and hierarchical organizational structure all play a part in the 
challenging dynamics in the problem of practice. 
 Although solving issues relating to budget cuts to universities, the increasing use of 
sessional contracts and an inequitable hierarchical structure is not within the scope of the 
Organizational Improvement Plan (OIP), there are actions that can be taken to address the 
negative outcomes that result. Strategies that are within the scope of the OIP include addressing 
the isolation factors experienced by faculty advisors, expanding opportunities for professional 
development and access to resources, analyzing and reframing course content, ensuring that 
communication is effective and complete, and providing opportunities for faculty advisors to 
share their expertise and have a stronger voice in decision-making. In doing so, the change 
process will result in an organization that is better aligned with the contract realities of faculty 
advisors, their need for collaboration and commitment to professional development and stronger 
ROLE OF THE FACULTY ADVISOR                                                                                       6 
 
 
 
connections between faculty advisors themselves and other faculty members. Ultimately, faculty 
advisors need to see that their work is important and that their contributions to the success of 
teacher candidates and the program are recognized and valued. 
As the coordinator of the Primary/Junior practicum courses, I have the opportunity to 
take a leadership role in addressing the challenges and limitations currently experienced by those 
in the faculty advisor role. As a change leader, my understanding of the problem of practice will 
be constructed through a critical paradigmatic lens (Scotland, 2012). Critical theory provides a 
framework for social justice (Ryan & Rottman, 2007) through transformative practices (Kellner, 
2003) and addresses the politics of power imbalances (Ryan, 2010), which are important aspects 
of the problem of practice. The democratic principles and commitment to equitable change 
established in transformative leadership models (Shields, 2011) blend effectively with elements 
of shared leadership in addressing the needs of faculty advisors. A shared leadership perspective 
respects and values the wide range of expertise and experiences that individual faculty advisors 
bring to the group, and provides opportunities for collaboration and shared learning. The 
collaborative practice established through a shared leadership model may also provide a 
framework to address identity issues that can result when experienced and successful teachers 
and administrators take on the new challenges of the university instructor role. 
The challenges presented in the preceding paragraphs speak to the multifaceted nature of 
the faculty advisor role. Expertise in both the academic and practical aspects of teaching is 
important as faculty advisors are required to support teacher candidates during practicum 
placements, provide instruction through weekly classes and assist students in connecting the 
theoretical aspects of their university program with the practical and complex challenges of 
teaching a classroom of students. This linking of theoretical and practical learning is critical to 
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the professional development of teacher candidates and their future success in the classroom. 
Statistics show, however, that while teacher candidates in Ontario give high ratings to their 
practice teaching experiences, only 58% rate the connections between their education courses 
and their practicum experiences as good or excellent (OCT, 2017). A multidimensional approach 
to the problem of practice will be needed to address the complexities of the current context. This 
will include looking at the problem of practice from a critical perspective and incorporating 
elements of both transformative and shared leadership. 
Leadership Position and Lens Statement 
In my current role as coordinator of Primary/Junior (P/J) practicum courses at North 
Clarence, I have the opportunity to provide leadership in developing course content, arranging 
formal and informal structures for collaborative work, identifying and providing resources that 
support the learning goals of the course, as well as the opportunity to advocate for changes 
through discussion with program administrators and as a member of the Education Committee. 
In addition to my work at the university level, prior experiences as a teacher, facilitator, 
principal, Education Officer at the Board level and Student Achievement Officer at the Ministry 
level have provided me with a broad perspective on the needs of teacher candidates as they 
prepare for a career in education. Additionally, previous experiences working for three Ontario 
school boards, as well as opportunities to roll out Ministry documents across the province have 
allowed me to see, firsthand, the distinct approaches and challenges that impact teachers and 
students across the province. As a result, my leadership philosophy has been impacted by a broad 
range of ideas and experiences. 
As noted, my leadership approach has been shaped by wide-ranging experiences in 
education. My perspectives on leadership have been influenced by leaders in formal leadership 
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positions as well as informal leaders with whom I have worked, a diverse array of educational 
communities, and leadership research and literature. Integrity, creativity and tenacity are 
strongly-held leadership values, with the goal of building equitable and well-rounded educational 
systems in which every learner can be successful. These values go hand-in-hand with moral 
purpose and an ethical approach to leadership where diverse perspectives are embraced, and all 
members of the teaching and learning community are empowered. My leadership assumptions 
include the belief that organizations and leadership are complex and dynamic, and that an 
understanding of context is critical. As a result, responses to complex problems will require the 
ability to see issues from multiple perspectives, a sophisticated leadership skill-set, and a 
comprehensive understanding of educational environments. 
My understanding of the problem of practice will be constructed through a critical 
paradigmatic lens (Scotland, 2012). From a historical realist ontological perspective, my 
assumptions include the belief that there are historical, social and political forces that have 
created the problem as it exists today, and that marginalization of both people and programs has 
occurred as a result. A subjectivist, anti-positivist epistemological approach recognizes that 
faculty members and students have individual stories and experiences that must be 
acknowledged in addressing issues of power imbalance and marginalization (Burrell & Morgan, 
1979; Scotland, 2012). In taking a normative perspective as part of the critical paradigm, it will 
be necessary to establish the qualities of the ideal organizational structure and identify a more 
democratic alternative to the current organizational state. This will provide a framework for 
significant change that addresses the inequities and marginalization that exist in the current 
organizational structure. A voluntarist perspective on human nature informs the understanding 
that the current situation can, and must, be changed, and recognizes the potential of those who 
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are affected to make needed changes (Burrell & Morgan,1979; Scotland, 2012). This provides 
the opportunity for leaders and those in marginalized situations to work together to achieve the 
desired organizational change. An important aspect of addressing this type of change is helping 
people to understand the problem and their situation. Change is then accomplished through 
praxis (Scotland, 2012). The sociological perspective is one of radical change based on the need 
to redefine the status of those who are marginalized and whose voices are not being heard 
(Scotland, 2012).  
The critical perspective outlined in the previous paragraph provides a framework for 
social justice (Ryan & Rottman, 2007) through transformative practices (Kellner, 2003) and 
addresses the politics of power imbalances (Ryan, 2010), which are important aspects of the 
problem of practice. A transformative leadership approach provides important opportunities for 
both educational and social change (Shields, 2010). In addressing the need for a transformative 
leadership approach, Shields (2011) points out that “the roles and responsibilities of leaders are 
increasingly complex, the contexts within which leadership is exercised are ever more diverse, 
the pressures for performance accountability are progressively greater, and the challenges 
presented by declining resources are severe” (p. 1). The principles of transformative leadership 
include the core values of democracy, equity and justice (Shields, 2014), and an emphasis on 
addressing the “inequitable distribution of power” (Shields, 2014, p. 333). Shields points to the 
need for both a global understanding of issues, as well as insight into the specific ways these 
issues impact the local organizational community, and a deep commitment to democracy and 
equity (Shields, 2011). In addition, Shields advocates for the deconstruction and reconstruction 
of knowledge frameworks within organizations in order to break the cycle of persistent power 
inequities (Shields, 2011). Transformative leaders must have a strong sense of their own identity 
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as it connects to personal values and beliefs, they must have the courage to take a moral position 
and withstand uncertainty and opposition, and also be willing to take on an advocacy role when 
needed (Shields, 2011). 
In the context of the Organizational Improvement Plan, a transformative approach to 
leadership will be used to address issues of marginalization resulting from the sessional contract 
status of faculty advisors. The OIP will address concerns related to sessional and limited contract 
status including instructor to student ratios, lack of continuity in staffing, limited access to 
resources, the lack of representation on decision-making committees and limited access to 
professional development resources and funding. As a transformative leader, the emphasis will 
be on developing strong learning communities, sharing and developing resources, advocating for 
better representation and seeking opportunities for faculty advisors to have a stronger voice in 
decision-making. Many of the issues resulting from inequitable status can be addressed through 
individual and collective empowerment, and by ensuring that there are opportunities for all 
faculty advisors to provide input, make suggestions, share their knowledge, and see themselves 
as contributors to the improvement and growth of the organization. 
The principles of equity and democracy in change initiatives established in 
transformative leadership models (Shields, 2011) blend effectively with elements of shared 
leadership in addressing the needs of faculty advisors. Kezar and Holcombe (2017) advocate for 
a shared leadership approach in higher education organizations to address the increasingly 
complex needs and challenges faced by universities and colleges including financial pressures, 
accountability measures, changing demographics and technological advancements. Shared 
leadership provides opportunities for many individuals to contribute to solutions for difficult 
problems, supports the sharing of expertise in the organization, values the leadership potential of 
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many organizational members and invites multiple perspectives in solving complex issues 
(Holcombe & Kezar, 2017).  
The inclusion of shared leadership approaches in the OIP respects and values the wide 
range of expertise and experiences that individual faculty advisors bring to the group, and will 
provide a foundation for collaboration and shared learning. Opportunities for democratic 
decision-making, building capacity, developing relationships, and valuing the expertise of group 
members will be important focus areas that will be enhanced through shared leadership 
approaches. The collaborative practice established through a shared leadership model will also 
provide a framework to address identity issues that may result when experienced and successful 
teachers and administrators take on the new challenges of the university instructor role (Kosnik 
& Beck, 2008). With a focus on transformative and shared leadership approaches, the emphasis 
will be on collaborative and equitable structures, with the goal of empowering all faculty 
advisors to engage with, contribute to, and benefit from, the change process. 
Leadership Problem of Practice  
The role of the faculty advisor in supporting teacher candidate learning in the Bachelor of 
Education program is both challenging and complex. Faculty advisors are responsible for 
assisting teacher candidates to connect the theoretical learning acquired in the university research 
environment, with the practical knowledge that is required for successful classroom teaching 
practice. The Ontario College of Teachers (OCT), the regulatory body for teacher education 
programs in Ontario, indicates that faculty advisors provide the link between the university 
research environment and teaching practice (OCT, 2010). However, statistics show that, while 
teacher candidates in Ontario give high ratings to their practice teaching experiences, fewer rate 
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the connections between their education courses and their practicum experiences as good or 
excellent (OCT, 2017).  
The role of faculty advisors at North Clarence University includes supporting teacher 
candidates during practicum placements, providing instruction through weekly classes and 
assisting students in connecting the theoretical aspects of their university program with the 
practical and complex challenges of teaching a classroom of students. Given this multilayered 
role, faculty advisors must demonstrate expertise in both the academic and practical aspects of 
teaching. There are a number of factors that impact the ability of faculty advisors to provide 
equitable support for teacher candidates. These include limited access to professional 
development opportunities, lack of office space, few opportunities for communicating and 
collaborating with colleagues, the limited school and classroom experience of some faculty 
advisors, and a lack of access to exit surveys and teacher candidate feedback which limits the 
ability of faculty advisors to advocate for necessary changes to the program.  
Contract status and hiring procedures also have a considerable impact on the role of the 
faculty advisor at North Clarence. Hiring policies that reflect a shift from permanent to 
temporary work in Ontario universities (Shaker, 2018) frequently result in short-term, sessional 
contracts for faculty advisors, bringing about a lack of stability and consistency from year to 
year. In addition, the hierarchical nature of the leadership structure in the Faculty of Education at 
North Clarence impacts the value placed on the views and contributions of those from specific 
stakeholder groups. Notably, those faculty members who are on part-time, sessional contracts are 
frequently silenced. Voices which have found positions of power are typically those who have 
historically had their needs prioritized and who now lead influential committees including those 
that make staffing decisions and lead new program initiatives. Faculty advisors tend to have 
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limited representation in the committee structure, and are employed for a short time period in a 
limited capacity. Nevertheless, faculty advisors hold much of the practical classroom and 
administrative experience that is valued by teacher candidates who are preparing for the 
profession. 
The OIP seeks to address the barriers that impact the ability of faculty advisors to provide 
the guidance and support that teacher candidates require. Organizational restructuring to 
facilitate collaborative work, increased access to professional development and the sharing of 
expertise, and the provision of a wide range of resources for faculty advisors will address a 
number of current challenges in the role. Additionally, comprehensive induction programs for 
new staff members, mentorships, and faculty advisor meetings and work-groups are needed to 
address issues related to sessional contract status and identity-building for those who are new to 
the role. Ultimately, in addressing the challenges outlined in the problem of practice, faculty 
advisors will be provided with a stronger voice in decision-making, opportunities to be part of 
the larger university community, and will have collaborative structures in place to share their 
expertise and access professional development. 
Framing the Problem of Practice  
The university environment is predominantly characterized by a liberal worldview with 
an emphasis on individual academic freedom, and democratic and process-oriented decision-
making (Gutek, 2013). A competing worldview that causes tension in the university environment 
is the neoliberal perspective. The impact of neoliberal policies is evident in the significant 
economic challenges of operating university programs in Ontario (Jeppesen & Nazar, 2018; 
Rigas & Kuchapski, 2016). These challenges are observable in day-to-day decisions relating to 
programming and staffing. The Canadian Association of University Teachers (CAUT, 2018) 
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notes that inequity in the university environment is increasing due to “over-reliance on short-
term contract work” (p. 4).  In addition, Pasma and Shaker (2018) report that in 2016-17 more 
than half of Education faculty positions in Canada were filled through contracts rather than 
tenured or tenure-track positions, and that almost 90% of contract positions were part-time.  All 
of the faculty advisors at North Clarence University are employed on limited-term or sessional 
contracts leading to challenges resulting from precarious employment which will be explored as 
part of the Organizational Improvement Plan. 
The Faculty of Education at North Clarence was established approximately twenty years 
ago. Established partnerships and collaborative structures were foundational in the formation of 
the Bachelor of Education program [Organization website, 2020]. Presently, partnerships with 
stakeholders including principals and administrative staff from local school boards, associate 
teachers, local teacher federations, Ministry representatives and teacher candidates continue to be 
considered important foundations of the program [Organization website, 2020]. The conceptual 
framework for the Faculty of Education describes teacher education as a partnership involving 
the whole community that is founded on current research and theory [Organization website, 
2020]. Correspondingly, the university’s mission statement includes commitments to the 
development of effective and collaborative partnerships, preparing students to make important 
contributions in a complex world, encouraging and celebrating excellence and innovation in 
teaching, and promoting a culture that fosters collegiality and belonging (Government of 
Ontario, 2017). The mission statements and stated values of both the Faculty of Education and 
North Clarence University are strongly connected to the role of the faculty advisor. 
The current political situation in the province is resulting in significant economic 
pressures for the university. Significantly reduced funding for universities, decreased financial 
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supports for students and resulting university policies that call for budget cuts, staffing 
reductions and stricter guidelines for use of resources are placing additional pressure on the 
department and faculty members. Impending plans of the current provincial government to tie an 
increased proportion of university funding to performance outcomes (Weingarten et al., 2019) 
place further political pressure on the university and faculty members, and challenge strongly-
held values of higher education institutions.    
A number of social factors impacting the OIP arise from the sessional contract status of 
faculty advisors. These include issues of isolation, limited opportunities for working with 
colleagues, challenges in planning work and life events and a lack of inclusion in faculty events, 
committees and celebrations. Social isolation is evident in the community events of the 
department. Sessional faculty are rarely thanked for their work or celebrated when they leave 
their university employment because their employment status from year to year is unpredictable.  
These political, economic and social factors will be connected to Nadler and Tushman’s 
Congruence Model (Cawsey, Deszca, & Ingols, 2016). Nadler and Tushman (1989) identify four 
elements that interact in the transformation process: (a) people; (b) informal organization; (c) 
formal organization; and (d) work. The four elements must work together effectively to meet the 
goals of the organization (Nadler & Tushman, 1989). The political challenges outlined tend to 
fall into the formal organization and work elements, as do the economic concerns identified. 
Social challenges will be examined within the people and informal organization elements of the 
Congruence Model. In order for successful change to occur, each element must interact in 
harmony with the other three (Cawsey et al., 2016). 
A review of recent literature sheds light on issues identified in the problem of practice. Of 
particular interest are findings related to the idea of “effective support” and what that looks like 
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in the context of a teacher education program. The literature brings to light the significant 
variations in the role of the faculty advisor from program to program, even within the Ontario 
context (Beck & Kosnik, 2002b; Gambhir et al., 2008; Grudnoff, Haigh, & Mackisack, 2017; 
Moody, 2009; Roland, 2010). Attention is drawn to the need for high-quality instruction (Beck & 
Kosnik, 2002b; Korthagen, Loughran, & Russell, 2006) and ongoing professional development 
for faculty in initial teacher education programs (Korthagen et al., 2006). A study by Gambhir et 
al. (2008) addresses the need for balance in staffing to ensure that there are faculty members with 
practical expertise and experience, as well as faculty who have particular expertise in research.  
Relevant literature also identifies challenges related to the teacher identity of university 
faculty teaching in teacher education programs (Kosnik & Beck, 2008). Faculty hired to these 
positions are often coming from highly successful teaching and administrator careers (Kosnik & 
Beck, 2008) and the research points to a number of factors that make this transition challenging. 
These factors include the lack of formal induction processes, the need to develop the distinctly 
different skills required for successful adult education as opposed to those that are effective in 
teaching children, and a potentially jarring transition from influential and successful teaching and 
leadership roles to novice teacher, sometimes with little support from the university (Beck & 
Kosnik, 2002b; Kosnik & Beck 2008). Other studies that provide insight into issues in the 
problem of practice address the types of support provided by university faculty during practicum 
placements (Allsopp, DeMarie, Alvarez-McHatton, & Doone, 2006; Beck & Kosnik, 2002a; 
Davis & Sumara, 2012), and the need for modelling of effective teaching approaches in 
university courses (Korthagen et al., 2006).  
Further literature sources relate to the need to link theoretical learning with the practical 
aspects of the classroom (Allsopp et al., 2006; Beck & Kosnik, 2002b; Davis & Sumara, 2012; 
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Gambhir et al., 2008), clearly connecting to the faculty advisor role. While the Ontario College 
of Teachers (2010) establishes the importance of the faculty advisor in facilitating connections 
between university academic courses and classroom practice, several studies point to successful 
practicum experiences as a result of significant collaboration between the mentor teacher, the 
teacher candidate and the university faculty member (Allsopp et al., 2006; Beck & Kosnik, 
2002b; Gambhir et al., 2008; Korthagen et al., 2006). A number of studies provide evidence of 
successful partnerships that involve the collaboration of the broader school community, the 
university faculty and teacher candidates (Grudnoff et al., 2017), with some restructuring the 
program to include several university courses taught at the school location, thereby connecting 
the academic learning directly with classroom teaching practice (Allsopp et al., 2006).  Given the 
differences in the role of the faculty advisor from program to program, sources that focus on this 
aspect of the problem of practice describe a variety of responsibilities and approaches to the 
position. Similarities include the ongoing support of teacher candidates during practicum 
placements (OCT, 2010; Roland, 2010), the liaison role between the university and the 
placement school (OCT, 2010; Roland, 2010; ), and the collaborative partner role with teacher 
candidates, associate teachers and placement schools (Allsopp et al., 2006; Beck & Kosnik, 
2002b; Davis & Sumara, 2012; Gambhir et al., 2008; Korthagen et al., 2006). 
There is a substantial quantity of literature that relates to precarious work and feelings of 
being undervalued as a result of limited-term or sessional contract status (Beck & Kosnik, 
2002b; Brown et al., 2010; Burge, 2016; Kosnik & Beck, 2008). Non-tenure-track work and 
sessional contracts in higher education have increased tremendously over the past few decades 
(Burge, 2016; Kosnik & Beck, 2008) and have resulted in university labour forces that rely on 
these types of contracts (Brown et al., 2010; Burge, 2016). A number of studies elaborate on the 
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harmful impacts of sessional-type work (Brown et al., 2010; Burge, 2016; Ryan, Burgess, 
Connell, & Groen, 2013) which relates directly to the uncertain employment situation faced by 
faculty advisors in the problem of practice. None of the faculty advisors at North Clarence 
University are tenured faculty; all have sessional or limited-term appointments. The literature 
points to high staff turnover, uncertainty, and the inability to plan effectively for work and life 
goals, financial insecurity, limited work resources, and a lack of voice in important 
organizational decisions (Brown et al., 2010; Burge, 2016; Ryan et al., 2013) as some of the 
negative impacts that result from these types of work situations. Others note the negative impact 
of a division between tenured and non-tenured faculty members (Brown et al., 2010; Kosnik & 
Beck, 2008) and the limited opportunities for non-tenured faculty to be involved in research 
(Kosnik & Beck, 2008). 
As the accreditation body responsible for teacher education programs in the province 
(Ontario College of Teachers, 2017), the Ontario College of Teachers provides important 
contextual information related to the problem of practice. Policies have been established that 
outline minimum practicum placements, the role of the faculty advisor as a university 
representative, the types of practical experiences required by teacher candidates, and general 
course content in the university program (OCT, 2017). In addition, best practices from teacher 
education programs across the province are provided as potential models (OCT, 2010). Decisions 
related to the accreditation of all initial teacher education programs in Ontario, including the 
program connected to the problem of practice, are publicly available and document that each 
program meets, or exceeds, the requirements of Regulation 347/02 (OCT, 2017).  
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Overall, a broad range of factors are at play in the complex context of the problem of 
practice. The impact of these various factors, and their influence on the faculty advisor role, will 
be explored in seeking effective, sustainable solutions as part of the OIP. 
Guiding questions emerging from the problem of practice. To further the exploration 
of the problem of practice, four lines of inquiry have been identified. These lines of inquiry stem 
from the North Clarence University organizational context and the problem identified. While 
they reflect different aspects of the problem, each contributes to a deeper understanding of the 
situation. The four lines of inquiry that have been established are as follows:  
1. What practical and academic experiences do faculty advisors require in order to 
 provide effective support for teacher candidates?  
2. How does the contract status of faculty advisors impact their work?  
3. Do the organization and content of the practicum course meet the learning   
 needs of teacher candidates?  
 4. How do policies and guidelines impact the role of the faculty advisor? 
Line of inquiry 1. The first line of inquiry relates to whether faculty advisors have the 
practical and academic experience required to provide effective support for teacher candidates. 
The Australian Council of Deans of Education (2004) notes that “professional practice needs to 
be at the heart of teacher education. This is more complex than simply increasing the practicum 
component of courses, and involves relating professional experience to theoretical insight” (p. 3). 
Currently, faculty advisors in the Faculty of Education at North Clarence University have diverse 
backgrounds, skills and experiences. While this provides some depth to the group as a whole, it 
also results in inconsistencies in the support and course content provided to teacher candidates. 
Job postings for the faculty advisor position indicate that recent classroom experience is a 
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requirement, and preference is given to applicants with a PhD and Ontario Teacher certification 
[Organization website, 2019]. Despite the classroom experience requirement, there are several 
faculty advisors who have limited classroom experience. It will be important to consider whether 
the criteria for the faculty advisor position are consistently applied in hiring practice, and 
whether those criteria match the demands of the job. 
 Line of inquiry 2. The second line of inquiry relates to teacher educator identity, and the 
challenges in recruiting and retaining highly qualified faculty advisors. In a study of factors that 
predict satisfaction and loyalty of adjunct faculty, Hoyt (2012) notes that universities need to 
give greater attention to the needs of adjunct faculty members in order to improve their work 
environment. In the higher education context, Hoyt (2012) identifies access to professional 
development, adequate pay, classroom resources and faculty support as important to job 
satisfaction and loyalty. It is suggested that this will lead to “retention of well-trained and 
competent adjunct faculty so that these investments in human capital can benefit institutions over 
the longer term and as well as benefit students in the classroom” (Hoyt, 2012, p. 140).  In 
addition, in their study of the transition from classroom teacher to university teacher educator, 
Wood and Borg (2010) identify the need to acknowledge both the complex context and the 
transition process in order to address the retention of teacher educators in the university 
environment.  In the context of the problem of practice, in order to provide consistent, high-
quality support for teacher candidates, recruiting well-qualified applicants and providing 
continuity in year-to-year hiring are important factors. A number of issues add to the complex 
nature of the issue. All of the faculty advisor positions are currently held by those on limited-
term or sessional appointments. This type of precarious work situation impacts who applies for 
the faculty advisor position, and often results in significant turn-over in the role from year to 
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year. Given the negotiated contracts of those doing sessional work and limited-term 
appointments, faculty advisors are paid less for their work than those with permanent positions, 
and lack job security. As a result of the tenuous status of faculty advisors, they are significantly 
underrepresented on committees that keep faculty informed and make important decisions, and 
they often report feeling undervalued. These factors are explored as part of the Organizational 
Improvement Plan. 
Line of inquiry 3. The third line of inquiry asks whether the organization and content of 
the practicum course meet the learning needs of teacher candidates. As part of their role, faculty 
advisors teach the practicum course for two hours per week. While an outline of suggested 
weekly topics and resources is developed collaboratively and provided to all faculty advisors, 
feedback from advisors and teacher candidates indicates that not all follow the outline and cover 
the same content with their groups, resulting in significant differences in course content for 
teacher candidates. Feedback at faculty advisor meetings indicates that the reasons for these 
differences include the varying background experiences and comfort levels of faculty advisors, 
differentiated learning needs of teacher candidates, and the right to academic freedom in the 
university setting. In addition, timetables and instructor-student ratios vary considerably, with 
schedules for the current year showing that practicum class sizes range from 6 to 19 teacher 
candidates.  
Line of inquiry 4. The fourth line of inquiry into the impact of policies and guidelines on 
the role of the faculty advisor sheds light on the inability of faculty advisors to support teacher 
candidates as effectively as expected. The Ontario College of Teachers Act (2016) provides 
policies regarding the length of practicum placements, supervision of teacher candidates while 
on practicum placements, and the types of placements that teacher candidates require for 
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certification. The Ontario College of Teachers (2010; 2018) also identifies best practices in 
supporting teacher candidates, and identifies faculty advisor roles and responsibilities. In some 
cases in the North Clarence program, teacher candidates have been placed with associate 
teachers in Special Education, core French, planning time coverage, music and library positions. 
These types of placements often create a disconnect between the expectations of the practicum 
course and placement outcomes.  
A Leadership-Focused Vision for Change 
The vision for change includes a community in which all stakeholders are partners in the 
development and implementation of a high-quality program for pre-service teachers. Presently 
there are groups who have limited input into decisions, a lack of access to resources, few 
professional development and orientation opportunities, and are subject to contracts that limit 
their ability to contribute fully to the organization. There are issues of equity for some faculty 
members and for students as a result. One of the groups that is significantly marginalized is the 
faculty advisor group. 
 As a leader who believes in transformative practices and shared leadership strategies, 
addressing issues of marginalization and inequity that affect the faculty advisor group is critical 
to successful change. Important outcomes of the Organizational Improvement Plan include 
supporting an environment in which faculty advisors are welcomed and provided with 
orientation information and opportunities that will allow them to see themselves as important and 
valued members of the department and the university. A number of recent studies explore the 
limited induction processes provided for new teacher educators in higher education institutions, 
often former teachers and administrators who transition to teaching pre-service teachers at the 
university level (Murray, 2005, 2008; van Velzena, C., van der Klink, M., Swennen, A. & Yaffe, 
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E., 2010; Wood & Borg, 2010).  As Kosnik and Beck (2008) point out, new teacher educators 
“have limited voice in programme decisions, are offered little or no induction, and often work in 
isolation” (p. 185). In order to address the important role of induction processes, the OIP will 
include opportunities for faculty advisors to interact with other faculty members, tour the 
department and university, understand access to and use of resources, become familiar with the 
roles and responsibilities of other members of the department and know who to contact for 
specific purposes. In addition, faculty advisors will have the opportunity to meet together, work 
collaboratively with others teaching the practicum course and become familiar with the specific 
requirements and expectations of the position. Communication structures will support a thorough 
understanding of practicum procedures and best practices for faculty advisors as they support 
teacher candidates during classroom placements.  
 Equity will be a key element in all areas of the Organizational Improvement Plan. The 
Canadian Association of University Teachers notes the increases in short-term contract positions 
in higher education organizations that are poorly paid and lack job security and benefits (CAUT, 
2017).  CAUT (2017) emphasizes that “such precarious employment undermines the quality of 
post-secondary education and unfairly compromises the future of talented researchers and 
teachers” (p. 1).  Additionally, Foster and Bauer (2018) report that the findings in their study 
“paint a negative picture of highly qualified and committed academics who are underpaid, 
overworked, and under-resourced, and who feel excluded in the Canadian post-secondary 
institutions where they try to provide an excellent education to students under dismal working 
conditions” (p. 4). The idea that some faculty members are more important than others and that 
tenured faculty alone have control over important program decisions must change. The faculty 
advisor role is critical to the success of teacher candidates, and provides the bridge between 
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university research and coursework, and the practical work of the classroom teacher. This 
important role must be recognized and valued for the essential part it plays in the successful 
development of teacher candidates. 
Equity is also important in the departmental structures that impact class sizes, class-
building, scheduling and access to resources.  A more equitable approach to faculty advisor – 
student ratios is critical to the development and support of teacher candidates. Practicum course 
sections that currently range from 6 to 19 are inequitable to both teacher candidates and 
instructors. The support that teacher candidates receive as one of a group of 6 is very different to 
the support received as one of a group of 19. Comparable class sizes and the provision of 
targeted professional development for individual faculty advisors, as well as group professional 
development, will ensure that the support that every teacher candidate receives is similar and 
substantial. In addition, the focus on the faculty advisor role in the Organizational Improvement 
Plan will assist instructors to develop their own teacher identity and recognize the valuable role 
they play in the professional growth of their students. 
In order to ensure that all faculty advisors have the experience and knowledge needed to 
share practical job skills with teacher candidates, specific training and practice will be planned. 
Important aspects of the faculty advisor role relate to the preparation of professional teaching 
resumes and cover letters, and providing potential interview questions and frameworks for 
responses. Setting up mock interviews, providing instruction around application procedures for 
the Ontario College of Teachers and positions on Apply to Education, and understanding the 
roles of other teacher organizations are also essential components of the role. Making sure that 
faculty advisors are able to provide teacher candidates with comprehensive information related to 
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the practical aspects of acquiring a teaching position will provide consistency across all sections 
of the course and ensure that all teacher candidates have the knowledge and skills required. 
Priorities for change. Priorities in the change plan will focus on equitable outcomes for 
students, and fairness in representation for faculty advisors. Strategies that provide for consistent, 
knowledgeable and thorough classroom instruction will ensure that all teacher candidates have 
the knowledge and skills they need to be successful in the teaching profession. In addition, 
equitable class sizes will provide the necessary individualized support required by each teacher 
candidate. These changes will benefit teacher candidates, but also host schools, associate 
teachers and students.  
Priorities that address the specific needs of faculty advisors include access to formal and 
informal induction processes, professional development opportunities and access to resources. In 
addition, priority will be given to collaborative structures with colleagues and opportunities to 
engage in committee and decision-making structures. Most significantly, faculty advisors need to 
have their important work recognized and valued by the larger community.  
Change drivers in the problem of practice. Change drivers in the problem of practice 
include funding pressures, significant competition for teacher positions, teacher accreditation 
policies and the trend towards sessional contract hiring in higher education. Spooner (2019), 
writing for the Canadian Association of University Teachers, notes that “the current post-
secondary funding landscape is set to change in the next few years” (p. 1). Funding pressures 
mean that changes must be made to the program; however, they also make it imperative that all 
changes are looked at through an equity lens and that each element of the program is assessed 
based on its importance to the development of effective and knowledgeable teacher candidates. 
Ongoing changes to funding necessitate a clear understanding of, and adherence to, accreditation 
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requirements, as set out by The Ontario College of Teachers (OCT, 2017; Ontario College of 
Teachers Act, 2016), as well as a commitment to key elements of the program, including the 
requirement that a  faculty advisor is assigned to support teacher candidates during practicum 
placements (OCT, 2010). The problem of practice will underscore the important role that faculty 
advisors play in the development of our future teachers. 
 At the Annual Meeting for 2019, the president of the Elementary Teachers Federation of 
Ontario noted that “over the past year, we have faced deep cuts, chaos and uncertainty” 
(Hammond, 2019, p. 38). In addition, the Ontario Teachers Federation (2019) reports that 
“finding a teaching position in Ontario has become more challenging in recent years” (para. 1). 
Recent changes in the provincial political landscape and changes to provincial policies and 
education funding have resulted in increased competition for teaching jobs in the province. This 
puts pressure on faculties of education to provide high-quality instruction and preparation for 
teacher candidates in order to ensure their competitiveness in acquiring teaching positions after 
graduation. This also highlights the need for faculty advisors who have extensive experience in 
the practical aspects of teaching, and in applying and interviewing for jobs in the field. 
The trend towards increased hiring on sessional contracts in higher education is also an 
important change driver in the problem of practice. In universities, sessional and non-tenure 
track contracts have increased rapidly over past decades (Burge, 2016; Kosnik & Beck, 2008) 
and have resulted in university workforces that rely on this type of work (Brown et al., 2010; 
Burge, 2016). Kosnik and Beck note that the differences in status between tenured faculty 
members and sessional faculty who supervise practicum placements are “profound” (Kosnik & 
Beck, 2008, p. 186). Sessional contracts come with few benefits and a variety of situational 
challenges. The Organizational Improvement Plan addresses many of the negative side effects of 
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these contracts by focusing on structures that facilitate communication, collaboration, 
professional development and identity development. In addition, this change driver provides the 
impetus for focusing on representation and voice for faculty advisors, and validating the work 
that they do.   
Organizational Change Readiness 
In determining readiness for change, Cawsey, et al. (2016) differentiate between 
organizational readiness and individual readiness. Organizational readiness is impacted by 
factors including the perceived success or failure of previous change projects, whether the 
culture of the organization is flexible and adaptable, leadership involvement and commitment, 
and the level of confidence that members have in the leadership of the organization (Cawsey et 
al., 2016). Other elements that impact the change process include the structure of the 
organization, access to resources, members’ access to information, systems that reward and 
measure the change process and the alignment of the organization with the projected change 
(Cawsey et al., 2016). The primary framework that will be applied in the Organizational 
Improvement Plan is Lewin’s Three-Step Model. Although the Three-Step Model takes a linear 
approach to change (Burnes, 2004; Cawsey et al., 2016), when combined with his Field Theory, 
Group Dynamics and Action Research work, Lewin’s approach also has the capacity to address 
the non-linear and dynamic aspects of change (Burnes, 2004). Aspects of Lewis’ (2019) 
Stakeholder Communication Model of Change will be blended with Lewin’s Model to address 
the importance of effective communication strategies. 
 Lewin’s Three-Step Model consists of three phases: unfreezing, moving and refreezing 
(Burnes, 2004). The unfreezing process will include an assessment of internal and external 
factors that are impacting the need for change. In the case of the OIP, internal factors include 
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marginalization of part-time sessional instructors, inadequate resources and a lack of 
representation and voice in the organization. External factors include funding cuts, relationships 
with school boards and Ontario College of Teachers’ accreditation policies.  
 The moving phase of Lewin’s Three-Step Model will see formal structures put into place. 
These include the provision of resources and opportunities for capacity building. Lewis (2019) 
addresses the importance of identifying stakeholders who may assume opinion-leader, connector, 
counsellor and journalist roles, and identifies communication strategies for one-way and two-
way communication. Celebrating small successes, empowering faculty advisors through 
knowledge sharing and mentorships, and recognizing the significant achievements that have been 
accomplished towards the change goal are also important elements of this phase. 
 The final phase in the Three-Step Model, refreezing, involves ongoing tracking of the 
change, making modifications as needed and implementing new policies, practices and structures 
required as a result of the change (Burnes, 2004; Cawsey et al., 2016). In the context of the OIP, 
this may include ongoing feedback from faculty advisors, exit surveys, course evaluations, 
practicum evaluations and stakeholder surveys.  
 Higher education organizations have undergone significant changes in recent years as a 
result of funding limitations, increased numbers of students, advancements in technology, 
increased competition and changes in teaching practice (Gelaidan, Al-Swidi, & Mabkhot, 2018). 
For these reasons, By, Diefenbach, and Klarner (2008) suggest that higher education 
organizations must proactively embrace change. The factors noted above are certainly present in 
the problem of practice at North Clarence University. Although the Faculty of Education at North 
Clarence is in an enviable position with respect to admissions, where there are many more 
applicants than places available, competition with other programs for top students means that 
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flexibility to address the changing dynamics of the pre-service teacher context is necessary. 
However, the Canadian Association of University Teachers (2019) notes that “by 2024-25, 60% 
of Ontario universities’ operating funds would be determined by their performance on 10 
metrics” which is a “drastic departure from the current 1.4% for Ontario universities and 
Canadian university funding models in general” (Spooner, 2019, p. 1). Significant reductions to 
funding that have already been imposed have resulted in abrupt and challenging changes to the 
program including substantially higher instructor-student ratios, more limited access to 
resources, outdated technology and cuts to support programs. Given the on-going change 
required and implemented, the organization has a culture that is accustomed to the change 
process as well as supportive structures in place.  
The specific change addressed in the problem of practice focuses on improving the ability 
of faculty advisors to support teacher candidates. In addition to organizational readiness, this 
change plan will require individual readiness. Holt, Armenakis, Field and Harris (2007) identify 
five factors considered most impactful in the readiness for change. These are rooted in the 
following beliefs: that the planned change is needed, the implementation of the change is 
feasible, the change will benefit the organization, that there is a commitment to the change by 
leaders, and that there will be personal benefit to the individual (Holt et al., 2007). Each of these 
factors will be addressed as it pertains to the faculty advisor role. 
In the case of the faculty advisor role in the problem of practice, experiences that have 
resulted from limited voice in decision-making, lack of status and uncertainly as a result of 
sessional contracts, and the lack of recognition that the practicum course is a critical element of 
the teacher education program, have resulted in an acknowledgement of the need for change. 
Additional issues that have prompted this understanding include the need for orientation 
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procedures, adequate office space and resources, regular meetings, timely and comprehensive 
communication and opportunities for collaboration and sharing of expertise. In order to ensure 
that all stakeholders understand the need for change, opportunities will be provided for shared 
goal development. This process will focus on shared vision and collective commitment to 
change. 
The exploration and consolidation of shared goals will also encourage the belief in 
stakeholders that the change is achievable. There is substantial expertise within the faculty 
advisor group and the wider department, making a collaborative structure that encourages the 
sharing of expertise and experiences a promising vehicle for developing a collective sense of 
confidence and efficacy in making meaningful change. Including all stakeholders in the process 
and connecting improvements in the faculty advisor role to the success of teacher candidates and 
the mission and vison of the Faculty of Education will facilitate the belief that the change process 
will also benefit the organization. Improving outcomes for teacher candidates and providing 
robust programming that helps them to link their university course learning with classroom 
practice is at the forefront for faculty advisors. In addition, addressing the issues of 
marginalization, lack of voice and limited access to opportunities for collaboration, professional 
development and induction procedures will benefit the organization in a number of ways. These 
include greater consistency and rigour in programming, potentially more consistency in staffing 
from year to year, and a more engaged and committed employee group. These outcomes also 
speak to the belief that there will be benefits for individuals as a result of the change process. 
Improved access to resources, support from colleagues, better representation, more value placed 
on the faculty advisor role and the practicum course, and opportunities for sharing of expertise 
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will enhance the employee experience and provide individual benefits for those involved in the 
change process. 
A final consideration is that members of the organization need to see commitment to 
change in their leaders. As financial pressures have mandated significant and difficult changes to 
programs and supports, the leadership has placed a renewed focus on the role of the faculty 
advisor and the practicum course. While there have been recent changes that have impacted the 
faculty advisor role and made it more challenging to support teacher candidates effectively, 
particularly a significant increase in the instructor-student ratio, there is an openness to finding 
solutions to problems. In addition, although the university hiring policies around sessional hiring 
are outside the realm of the problem of practice, there are opportunities to limit the negative 
effects of contract status. Importantly, there are many leaders at North Clarence, some in formal 
positions and others in informal leadership positions, and there is a genuine commitment to 
making the program the best it can be. This collective commitment, I believe, bodes well for 
successful implementation of change.  
Internal & External Forces that Shape Change 
 There is a complex dynamic of internal and external forces that shapes the problem of 
practice. External forces include the current political policies and government in the province. 
An aspect of the political landscape that threatens to change the focus and operations of the 
university environment is the plan of the current provincial government to tie an increased 
proportion of university funding to performance outcomes (Spooner, 2019; Weingarten et al., 
2019). In addition, Foster and Bauer (2018) note that “there has been a gradual but relentless 
decline in the share of public funding of post-secondary education over the past decades, while 
many post-secondary institutions have embraced a corporate management model that relies on a 
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poorly paid contingent workforce” (p. 6).  Cuts to funding in higher education have impacted 
class sizes and limited access to resources. In the case of the problem of practice, faculty advisor 
to student ratios have increased by approximately fifty percent over the past two years. In 
addition, the number of limited-term full-time contracts has decreased. The large majority of 
faculty advisors are employed on sessional short-term contracts.  
A further consideration is the importance of academic freedom in the university 
environment in Canada.  Academic freedom represents an important and fundamental value 
(CAUT, 2019) that enhances the work of faculty. All of the university’s collective agreements 
with faculty recognize the right to academic freedom. While collaboration and collegiality are 
important values expressed by the department and university [Organization website, 2020], 
academic freedom plays a role in the way individual faculty advisors implement the course 
content which makes consistency challenging.  
The problem of practice is also impacted by internal organizational structures that include 
the scheduling of courses and sections, class-building and instructor to student ratios, the value 
placed on the faculty advisor role and the practicum course, access to professional development 
and orientation, committee representation, and communication procedures. These factors are 
often related and interact to form a complex organizational culture. Representation on 
committees is key to having a voice in important decisions made in the department and in the 
university. Faculty members on sessional contracts have limited representation and also a lack of 
consistent representation from year to year (Brown et al., 2010; Kosnik & Beck, 2008). Limited 
communication structures add to the issue of limited representation and voice. Faculty advisors 
have little or no input into scheduling and class-building, both of which have an impact on the 
ability of faculty advisors to support teacher candidates. Access to professional development and 
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resources is impacted by funding, although opportunities are apparent that would provide 
collaborative structures and the sharing of expertise among faculty members. Most significantly, 
the internal factor that impacts all others is the lack of value placed on the role of the faculty 
advisor and the limited recognition of the importance of the practicum course. This issue impacts 
all of the other factors and is closely connected to contract status, which provides a further layer 
of complexity. Establishing the importance of the faculty advisor role, the practicum course, and 
addressing the cultural norms within the department that have resulted in this lack of recognition 
will be an important aspect of the Organizational Improvement Plan.  
Chapter 1 Summary 
Chapter 1 has provided an overview of the important role of the faculty advisor in 
developing the learning of teacher candidates at North Clarence University. Factors that 
influence the work of the faculty advisor have been explored including the impact of precarious 
job status, the lack of access to professional development, resources and research opportunities, 
and limited representation and recognition within the organization. Organizational factors have 
also been outlined, including a brief history of the organization, the hierarchical structure of the 
university, staffing of the Faculty of Education and the established vision and mission of the 
organization.  
The leadership approach described in Chapter 1 includes a focus on social justice and 
democratic principles through both transformative and shared leadership practices. The problem 
of practice is constructed through a critical paradigmatic lens with the goal of addressing the 
effects of marginalization and power imbalance in the context of the Organizational 
Improvement Plan. Shared leadership practices have been incorporated to acknowledge and draw 
on the extensive knowledge held by members of the faculty advisor group.  
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A review of recent literature illustrates significant challenges associated with the faculty 
advisor role.  The issue of teacher educator identity is of particular significance as it sheds light 
on a number of concerns in the role and points to potential strategies to address the problem of 
practice. Further research related to precarious work and sessional, part-time contract status in 
higher education organizations also illuminates areas of significant challenge in the problem of 
practice. Four lines of inquiry have been established from the literature review and have been 
connected to the organizational context. In the final section of Chapter 1, Lewin’s (Burnes, 2004) 
Three-Step Model has been introduced as a framework for the change process.   
Lewin’s Three-Step Model is investigated further in Chapter 2. In addition, Nadler and 
Tushman’s (1989, 1999) Congruence Model will provide a framework for identifying the areas 
requiring change. Potential solutions to the problem of practice will be outlined, and the ethics of 
leadership will be explored. 
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Chapter 2: Introduction 
In Chapter 2, Lewin’s (Burnes, 2004) Three-Step Model will be explored more broadly 
and will be paired with elements of Lewis’ (2019) Communication Stakeholder Communication 
Model to frame the change process. Nadler and Tushman’s (1989, 1999) Congruence Model 
provides a framework for examining elements that need to change as part of the Organizational 
Improvement Plan. Four possible solutions to the problem of practice are outlined. The proposed 
solutions are the development of a mentorship program, the implementation of professional 
learning communities, celebration and recognition events and enhanced induction procedures. 
Chapter 2 concludes with a discussion of ethical considerations in leading change in the context 
of the Organizational Improvement Plan. 
Leadership Approaches to Change 
As a leader who believes in transformative and shared leadership approaches, the 
emphasis in the change process will be on collaboration, with the goal of empowering all faculty 
advisors to engage with, contribute to, and benefit from the process. The process of change will 
be important in itself, given that opportunities to collaborate around beliefs, values and goals will 
be critical to supporting faculty advisors in their roles and in developing a sense of identity. The 
complexities of identity development in the role stem from a variety of factors. The first is 
related to the transition from classroom teacher or school administrator to teaching adult pre-
service teachers. Kosnik and Beck (2008) note that the “transition from teacher to teacher 
educator can take a number of years, and can be a period of considerable uncertainty and stress” 
(p. 188). The shift from experienced, highly competent educational leader to novice teacher 
educator can be jarring and uncomfortable when initial expectations of easy expertise face the 
reality of significant differences and challenges in a new educational environment. Research 
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carried out by Murray and Male (2005) found that many teachers moving to the role of teacher 
educator find the transition stressful and that they struggle with uncertainly and feelings of being 
“de-skilled” (p. 129).  
Teaching in the 21st century has become increasingly complex and demanding, with 
research indicating that effective teaching requires “a sophisticated range of skills and 
sensibilities” (AODE, 2004, p. 3). Despite the significant skills and complex demands of the 
faculty advisor role, the majority are hired on sessional contracts. Sessional contract status 
results in concerns related to marginalization, lack of voice, precarious work and lack of access 
to supports and resources in the position. Issues of identity also are also manifested in the power 
dynamics of the organization. Jim Cummins’ (2000) framework for identity development 
through empowerment parallels the issues of identity and power imbalance in the context of the 
OIP. Cummins (2013) notes that “empowerment is a term that has been used and misused and 
sometimes it has lost all meaning and become vacuous because it’s been used in ways that do not 
effectively tie it to power relations in the society” (6:03). Empowerment is defined as the 
“collaborative creation of power” (Cummins, 2000, p. 44), which is critical to positive identity 
affirmation and development. The issues arising from a culture in which some faculty are 
accorded higher status based on tenure status, and those with marginalized contract status are 
frequently left out of decision-making and committee membership, are pervasive problems in the 
university environment. Kosnik and Beck (2008) note that there is a “major distinction” between 
tenured and non-tenured faculty, and that “status differences between academic and clinical [non-
permanent] faculties are profound” (p. 186). Glen Jones (MacDonald, 2019), Dean of the Ontario 
Institute for Studies in Education, echoes these concerns, noting the challenges they pose to the 
academic community. Jones (MacDonald, 2019) identifies the widening divide between those in 
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well-paid, tenured positions and those in precarious positions and hired on sessional contracts, 
and questions what this means for academic governance, the academic community, and the 
experience of students. 
A transformative leadership approach to the problem of practice will provide 
opportunities for faculty advisors to participate in shared goal setting and restructuring processes 
to address inequities. Aspects of social justice and empowerment are central to this position. 
Shields (2010) notes that “transformative concepts and social justice are closely connected 
through the shared goal of identifying and restructuring frameworks that generate inequity and 
disadvantage” (p. 567). In the context of the problem of practice, leadership actions must address 
the power imbalances that exist and that perpetuate the cycle of marginalization. Through the 
creation of collaborative structures that acknowledge the significant expertise of faculty advisors, 
address professional development needs and allow for the construction and valuing of identity in 
the role, inequitable power structures can be challenged.  
The tenets of transformative leadership include a focus on “democracy, equity and 
justice” (Shields, 2014, p. 333), as well as the necessity of challenging inequitable power 
distribution (Shields, 2014). In the context of the OIP, a transformative approach to leadership 
will be used to address issues of marginalization resulting from the sessional contract status of 
faculty advisors. As a transformative leader, the focus will be on developing a sense of collective 
empowerment in the group of faculty advisors. This will be encouraged through the development 
and sharing of resources, creating robust professional learning communities, advocating for 
improved representation in the committee structure of the organization and enhancing 
opportunities for faculty advisors to have a stronger voice in decision-making. Shields (2014) 
notes the “inextricable link between leadership for social justice and … transformative 
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leadership” (p. 325). The focus on social justice through transformative leadership will provide 
an important opportunity to create a sense of individual and collective empowerment within the 
faculty advisor group. The connections to a critical social justice framework (Ryan, 2016; Ryan 
& Rottman, 2007) will be explored later in this chapter. 
Elements of a shared leadership approach will enhance the transformative leadership 
goals in the problem of practice. Kezar and Holcombe (2017) emphasize that the “changing 
environmental context in higher education requires new leadership skills and approaches, chief 
among them being the principles of shared leadership” (p. v). While the shared leadership 
approach acknowledges the leadership of those in positions of authority, it focuses on the 
delegation of leadership to others in ways that will make the most of the expertise within the 
organization (Holcombe & Kezar, 2017). This enables the organization to benefit from the 
knowledge, experience and leadership of many of its members.  
Kezar and Holcombe (2017) identify key conditions that allow shared leadership to 
succeed. These include: a) shared purpose; b) team empowerment; c) supportive leaders; d) 
structures for accountability; e) interdependence; and f) reward fairness (Kezar & Holcombe 
2017, p. 9).  The authors note that research has found that shared leadership leads to increased 
satisfaction of team members, increased confidence in individuals and groups, improved trust 
between group members, and greater group cohesion (Kezar & Holcombe, 2017).  Other benefits 
resulting from a shared leadership model in higher education organizations include opportunities 
for leadership flexibility, the acknowledgement and advancement of the expertise of a wide range 
of members of the organization, and the broadening of perspectives brought to the decision-
making process (Holcombe & Kezar, 2017).  Indeed, researchers have found that “shared 
leadership consistently emerged as a key factor for organizations that were better able to learn, 
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innovate, and perform” (Kezar & Holcombe, 2017, p. 2). For these reasons, shared leadership is 
an effective approach for the complex organizational structure of higher education organizations, 
and is particularly well-suited to address the issues identified in the problem of practice, in 
partnership with the transformative leadership framework.  
In the context of the Organizational Improvement Plan, a shared leadership approach will 
provide opportunities for democratic decision-making, building capacity, developing 
relationships, and valuing the expertise of group members. The potential for shared leadership in 
the university environment and the Faculty of Education at North Clarence is considerable, and 
accessing the extensive expertise and knowledge of the faculty advisor group will benefit both 
faculty members themselves and the department. Important aspects of the shared leadership 
approach in the context of the OIP are the opportunities it provides to enhance the identity 
development concerns outlined in the problem of practice, and the potential it has to foster a 
sense of empowerment within the faculty advisor group. 
A Framework for Leading the Change Process 
This section will outline the frameworks selected for organizational change in the OIP, 
and will begin with an overview of key assumptions. Fundamental to the approach in the 
problem of practice is the understanding that context is critical to the change process (Burnes, 
2004; Kippenberger, 1998; Nadler & Tushman, 1980), and that change is non-linear (Burnes, 
2004). Also central to the OIP is the understanding that the complexity of organizational 
problems demands multifaceted solutions. 
The problem of practice will be looked at through a critical lens. Issues of 
marginalization that have occurred as a result of the precarious and undervalued work of faculty 
advisors need to be addressed in order to provide a more equitable work environment for faculty 
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and improve the support provided to teacher candidates. Scotland (2012) notes that, in the critical 
paradigm, “realities are socially constructed entities that are under constant internal influence” 
(p. 13). Assumptions in the critical paradigm include the belief that the problem that exists today 
is a result of historical, political and social factors (Scotland, 2012). Embedded in this critical 
perspective is the notion that the stories of those who have been marginalized must be 
acknowledged and the importance in voluntarist ideology of recognizing the potential for the 
current reality to be changed by those who are affected (Burrell & Morgan,1979; Scotland, 
2012).  As Ryan and Rottman (2007) point out, “humans have created imperfect institutions. 
They can be frustrating, unsatisfying, and exploitative because they routinely provide advantages 
for some and penalize others. But because these institutions are constructed by humans, humans 
can also change them” (p. 12).  
Ryan and Rottman (2007) identify fundamental connections between critical social 
justice, leadership and policy in educational organizations. Some communities are consistently 
disadvantaged by institutions and this “social disadvantage … [has] clearly identifiable patterns 
associated with it, and they are deeply embedded in the fabric of everyday life” (Ryan & 
Rottman, 2007, p. 12). Given that policies and practices in educational organizations have 
historically reflected the inequities evident in the wider society (Cummins, 2000; Ryan, 2016), in 
taking action to address marginalization and inequity in educational organizations, Ryan (2016) 
points out that leaders must know the political landscape and act strategically. While taking an 
activist stance in addressing inequities in educational institutions is necessary for change to 
occur, there are specific challenges that educational leaders face in doing so (Ryan, 2016). 
Educational leaders “may have a degree of positional power that they may put to use in pursuit 
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of social justice goals. On the other hand, though, their support of social justice initiatives may 
relegate them to marginal positions within their organization” (Ryan, 2016, p. 90). 
In addressing issues of inequity and marginalization in educational institutions, Ryan and 
Rottman (2007) note that attention must be given to both the distribution of resources and 
recognition. The importance of recognition is underscored because “injustice arises in situations 
where certain groups are not accorded the same value – the recognition – that others receive” 
(Ryan & Rottman, 2007, p. 13). In applying these fundamental critical social justice concepts to 
the problem of practice, it is clear that valuing the work of faculty advisors, supporting their 
growth and identity development and providing a voice in decision-making, in addition to the 
more equitable distribution of resources, will be important elements in the change process.  
Given the critical perspective on the problem of practice, the framework for 
organizational change will focus on radical, discontinuous action (Cawsey et al., 2016) as a 
means to address issues of marginalization. The change will also be framed as reactive in nature 
(Cawsey et al., 2016), in that the focus will be on addressing the complex situation that already 
exists and has been identified within the organization. Assumptions that accompany the 
radical/reactive change framework include the understanding that change must address issues of 
social justice in ways that challenge inequitable power relationships, and empower those in roles 
that have been undervalued or disregarded. The focus will be on addressing issues through a 
critical, social justice framework. 
 Throughout the development of the OIP, a number of change models have been 
considered. Kotter’s Eight Stage Process provides a model that focusses on the actions of the 
leader (Cawsey et al., 2016); however, it identifies distinct states of change in a linear fashion. 
While Lewin’s Three-Step Model also presents as a linear approach to change (Burnes, 2004; 
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Cawsey et al., 2016), when combined with his Field Theory, Group Dynamics and Action 
Research work, Lewin’s approach has the potential to address the non-linear and dynamic 
aspects of change (Burnes, 2004) within the complex context of the OIP. The elements of 
Lewin’s Change Theory are shown below in Figure 1. Stacey’s Complexity Theory also 
addresses the complex and non-linear characteristics of organizational change (Cawsey et al., 
2016; Stacey, Griffen, & Shaw, 2000) in insightful ways. Burnes (2004) notes that “parallels 
have even been drawn between Lewin’s work and the work of complexity theorists” (p. 982), 
particularly in his work regarding Field Theory. Schein (1996) notes that, in looking at Lewin’s 
Three-Step Model as a solid foundation for change theory, “the key ... was to see that human 
change, whether at the individual or group level, was a profound psychological dynamic 
process” (p. 28). The Action Research aspect of Lewin’s work is also highly connected to the 
context of the OIP. Lewin approaches research as “an iterative process whereby research leads to 
action and action leads to evaluation and further research” (Burnes, 2004, p. 984). Burnes (2004) 
notes that, an important aspect of Action Research, is that “change can only successfully be 
achieved by helping individuals to reflect on and gain new insights into the totality of their 
situation” (p. 984). This idea of emancipating marginalized individuals and including them in the 
change process is also seen in the transformative leadership approach discussed earlier.  
 Another important element of Lewin’s work was focused on Group Dynamics (Burnes, 
2004).  Lewin noted that group behaviour needed to be the primary focus when planning and 
implementing change because individuals are highly influenced by group pressure (Burnes, 
2004). Lewin’s main focus was to resolve social conflicts, particularly for those who represented 
minority or marginalized groups (Burnes, 2004). According to Burnes (2004), “he viewed the 
establishment of democracy as a major task, and avoided simplistic and structural recipes” (p. 
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980), clearly demonstrating the belief that change is a complex process and his commitment to 
democratic processes. Lewin (1943/2000), himself, indicated that, “change in culture requires the 
change of leadership forms in every walk of life. At the start, particularly important is leadership 
in those social areas which are fundamental from the point of view of power” (2000, p. 4). These 
notions of cultural change and the impact of power dynamics are integral to the context of the 
OIP. Importantly, Burnes (2004) identifies the “strong moral and ethical belief in the importance 
of democratic institutions and democratic values in society” (p. 986) that was demonstrated in 
Lewin’s work. As a result, Lewin’s Three-Step Model, and his related theories, will provide the 
primary framework for change in the Organizational Improvement Plan. Aspects of Lewis’ 
(2019) Stakeholder Communication Model of Change will be blended with the Lewin’s Change 
Theory to address the importance of effective communication strategies. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1. Elements of Kurt Lewin’s Change Theory. Adapted from “Kurt Lewin and the Planned 
Approach to Change: A Re-appraisal,” by Bernard Burnes, 2004, Journal of Management Studies 
41:6, pp. 977-1002. A. Sidnell, 2020. 
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Lewin’s Three-Step Model consists of three phases: unfreezing, moving and refreezing 
(Burnes, 2004). In Lewin’s model, the unfreezing process requires both information that causes 
uncertainty and the connection of that information to something that stakeholders care about 
(Schein, 1996). This sets up a state of “survival anxiety” (Schein, 1996, p. 29). The unfreezing 
phase of the change process in the problem of practice will begin with the identification of issues 
that are impacting the success of faculty advisors in their role. An analysis of both the internal 
and external factors impacting the problem of practice will inform this process of identifying the 
present state, the desired future state and the gap that currently exists (Cawsey et al., 2016). A 
compelling articulation of the need for change in order to address issues of social justice and 
inequity will be communicated to all stakeholders. Formal and informal communication 
strategies will be developed that frame the problem in ways that connect to the roles and 
concerns of stakeholder groups. Of particular importance will be collaborative structures for the 
faculty advisor group that will include them in the development of the vision for change and the 
actions that will be taken as a result. This element is essential to the critical social justice 
perspective as it involves those who are marginalized in identifying issues that have led to and 
perpetuate the inequities, and also includes them in finding and acting on solutions to the 
problem. In applying the critical paradigm to the problem of practice, the faculty advisors 
themselves will be involved as social activists in addressing their situation within the 
organization. 
As part of the moving step, Lewin’s focus is on the complex forces that are at play in the 
organizational context (Burnes, 2004). This step requires taking these forces into consideration 
and identifying and evaluating options for moving forward (Burnes, 2004). In the context of the 
OIP, this stage will involve an analysis of power dynamics and cultural influences within the 
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organization. It will be important to gauge the different roles that stakeholders, and particularly 
members of the faculty advisor group, may play as the change plan moves ahead. The planned 
change process will be outlined and shared with stakeholders. Lewis (2019), speaks to the 
various roles that stakeholders may play in the change process including opinion leaders, 
connectors, counsellors and journalists. Members of the organization who adopt these roles will 
have an impact on the way the process unfolds. Consequently, as a leader, it will be important to 
recognize, support and work with those who take on these specific identities to ensure that their 
roles support the change process. In addition, as part of the analysis of power dynamics within 
the problem of practice it will be crucial to identify those who are resistant to the change (Lewis, 
2019). While there are a number of strategies that may be implemented to deal with resistance, it 
will be important to recognize that there may be validity to the ideas and beliefs of those who are 
resistant (Lewis, 2019), and acknowledging and considering these ideas will be essential as the 
process evolves. 
At this stage in the change process it will be important to focus on empowering faculty 
advisors and others to embrace and work towards the change goals. Lewin incorporated 
democratic participation in action research in his work in order to improve the situation of 
marginalized groups (Adelman, 1993). Providing opportunities for faculty advisors to participate 
in action research in addressing the problem of practice is a practical and well-suited approach 
for the university context. Opportunities for professional development, formal meetings and 
structures that enable the sharing of ideas and skills will be employed to move the change 
forward. Acknowledging successes and marking the achievement of smaller steps that lead to 
goal accomplishment will be helpful in building momentum and maintaining commitment to the 
change process.  
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Finally, the refreezing phase requires that people adapt to the changes that have been 
implemented, and develop new ways of doing things (Burnes, 2004; Cawsey et al., 2016).  
Regular monitoring will be put in place to ensure that the change goals continue to be met and 
that the necessary structures are in place to support the new organizational constructs and culture. 
In the case of the problem of practice, in which marginalization and inequity are significant 
factors, new structures that support access to professional development and resources, 
opportunities for collaboration and engagement in decision-making processes will be critical. 
Ongoing work with faculty advisors to support and maintain their social activist identities and 
actions will be crucial to ensuring sustainable change into the future. Figure 2 provides a 
summary of the application of Lewin’s Three-Step Model to the problem of practice. 
 
 
 
 
 
 
 
 
 
 
 
Figure 2. Application of Lewin’s Three-Step Model to the Problem of Practice. Adapted from 
“Kurt Lewin and the Planned Approach to Change: A Re-appraisal,” by Bernard Burnes, 2004, 
Journal of Management Studies 41:6, pp. 977-1002. A. Sidnell, 2020. 
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Critical Organizational Analysis 
Nadler and Tushman’s (1980) Congruence Model will be used to provide an analysis of 
the organizational structure in the Organizational Improvement Plan and to identify what needs 
to be changed. Nadler and Tushman (1980) propose that “organizations can be better understood 
if they are considered as dynamic and open social systems” (p. 37). In the Congruence Model, 
elements are seen to interact with each other and with the environment (Nadler & Tushman, 
1980, 1999).  Nadler and Tushman (1989) “view organizations as complex systems that, in the 
context of an environment, an available set of resources, and a history, produce output” (p. 194). 
The Congruence Model (Nadler &Tushman,1980, 1999) has been chosen over others because it 
addresses the interdependence of organizational elements and provides a dynamic approach to 
improvement through feedback links. This is in contrast to models that are more prescriptive 
such as Greiner’s Model of Organizational Growth which focuses on responses to organizational 
crises (Cawsey et al., 2016). The notion of non-linear feedback loops and the paradoxical and 
complex nature of organizations described in Complexity Theory (Cawsey et al., 2016; Mason, 
2008; Stacey et al., 2000) also provide a compelling way of looking at the change process; 
however, for the purposes of the OIP, these elements will be included within the Nadler and 
Tushman framework.  
The Nadler and Tushman Congruence Model provides tools to identify what needs to 
change in the context of the Organizational Improvement Plan through examination and analysis 
of environmental and organizational factors, strategic choices, and interrelationships between the 
informal organization, formal organization, people and work elements (Nadler & Tushman, 
1989, 1999). Nadler and Tushman (1980) note that, “every organization exists within the context 
of a larger environment that includes individuals, groups, other organizations, and even larger 
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social forces—all of which have a potentially powerful impact on how the organization 
performs” (p.39). In determining what to change, it is necessary to assess political, economic, 
social, technological and environmental factors, resource distribution, and the historical and 
cultural context of the organization (Nadler & Tushman, 1989, 1999).   
As noted in the previous chapter, political tensions exist between the predominantly 
liberal worldview of the university and neoliberal policies of the current provincial government. 
The uncertain economic climate in higher education has resulted in program changes and 
reductions, uncertainty regarding funding and tuition, and increasing numbers of sessional 
faculty who are placed in precarious work situations (Pasma & Shaker, 2018). The fact that more 
than half of all Education faculty positions in Canada are non-tenured, contract positions, and 
that 90% of these are part-time contracts (Pasma & Shaker, 2018), has significant implications 
for Bachelor of Education programs. Economic factors are leading to increased inequities for 
university faculty (CAUT, 2018), and in particular, result in challenges in the faculty advisor 
role.  
Understanding the complex cultural influences present in the Faculty of Education at 
North Clarence will be important to achieving the goals of the Organizational Improvement Plan. 
As a change leader, it will also be important to identify the role and influence of the dominant 
culture, that of tenured faculty, on others (Lumby, 2012). In addition, emerging and residual 
cultures (Williams, 1980, as cited in Lumby, 2012) are at play in the organization and will be 
explored within the context of the problem of practice. Jacky Lumby notes that leaders “must 
engage with culture as a key mediator of power within organizations” (Lumby, 2012, p. 576). 
The organizational culture in the problem of practice is impacted by a number of factors. While 
there is evidence of a collaborative and supportive atmosphere, for faculty advisors this is 
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tempered by marginalized sessional contract status, limited access to committee membership and 
a lack of voice in decision-making. Power dynamics, which are associated with organizational 
culture (Lumby, 2012), are influenced by the dichotomy between tenured and non-tenured 
contract status. The dominant cultural group, and those with power in the organization, are 
faculty members on permanent, tenured contracts. Faculty advisors, all of whom are hired on 
sessional or limited-term contracts, are marginalized in the organizational culture, despite the 
fact that they outnumber those in positions of power and play a critical role in the development 
of teacher candidates.  
A number of social factors impacting the OIP also stem from the sessional contract status 
of faculty advisors. These include issues of isolation, limited opportunities for working with 
colleagues, challenges in planning for work and life stages, and lack of inclusion in faculty 
events, committees and celebrations. Social isolation is evident in the community events of the 
department. Sessional workers are rarely thanked for their work or celebrated when they leave 
their university employment, in part, because it is often unpredictable whether there will be a 
position available from year to year. The issues related to the environment and culture of the 
organization determine the strategic choices that will be put in place moving forward (Cawsey et 
al., 2016). Priorities identified as part of the Organizational Improvement Plan will include 
strategies that empower individuals and the faculty advisor group to address cultural and 
historical aspects of the organization that undervalue their work and their role in the development 
of teacher candidates. In addition, priority will be given to strategies that address the inequities 
associated with sessional and part-time contract status which are related to the economic and 
political pressures experienced by higher education institutions. 
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The transition process identified in the Nadler and Tushman model outlines four elements 
that interact in the transformation process (Cawsey et al., 2016; Nadler & Tushman, 1989, 1999). 
People, informal organization, formal organization and work are elements that must work 
together effectively to meet the goals of the organization (Cawsey et al., 2016; Nadler & 
Tushman, 1989, 1999). Change strategies applied to the people element in the OIP include 
providing opportunities for knowledge sharing and capacity building, recognizing the expertise 
within the faculty advisor group and developing stronger connections with other faculty 
members in the department.  
In developing the abilities of faculty advisors to meet the needs of their teacher 
candidates, collective capacity building may provide strong support for improvement. In an 
examination of the benefits of collective capacity building in system improvement, Harris (2011) 
identifies a number of organizational strategies to support change. These include: the effective 
use of data, the implementation of professional learning communities allowing for the sharing 
and challenging of current practice, and the prioritizing of a clear and on-going focus on the 
needs of learners (Harris, 2011). To develop a common understanding of both successes and 
challenges in supporting teacher candidates, the use of relevant and recent data from exit 
surveys, course evaluations and town hall meetings will be helpful in the context of the problem 
of practice. It will be beneficial for all faculty advisors to have access to the data in order to 
develop collaborative and informed actions to move the change process forward. Additionally, a 
sense of agency on the part of all faculty advisors may result from the sharing of data and 
opportunities to address the issues presented. 
In the context of the problem of practice, establishing professional learning communities 
(Harris, 2011; Stoll, Bolam, McMahon, Wallace, & Thomas, 2006) will enable all faculty 
ROLE OF THE FACULTY ADVISOR                                                                                       51 
 
 
 
advisors to examine and challenge current practices. The group is made up of instructors with a 
wide range of education and experience, and professional learning communities facilitate the 
sharing of ideas, experiences and information. This will enable the collaborative development of 
strategies to increase the effectiveness of the faculty advisor role in supporting teacher candidates 
to make meaningful connections between their academic studies and classroom practice. 
Additionally, faculty advisors involved in professional learning communities will be able to 
make use of relevant data to inform and guide plans for change.  
 Given the rapid change experienced in the 21st century, Hargreaves’ (2007) knowledge 
societies provide important opportunities for individuals and organizations to connect with others 
to deal with new information and “continuous innovation” (p. 223). Knowledge societies 
incorporate multiple elements of the organizational change process including capacity building 
and on-going learning, communication and networking, and sustainability (Hargreaves, 2007). 
Within the problem of practice, providing all stakeholders with opportunities to participate in 
knowledge societies is likely to provide powerful opportunities for sharing and developing new 
information. Maximizing opportunities for networking amongst stakeholders, working on 
flexible teams, developing relationships, providing support for on-going learning (Hargreaves, 
2007) and engagement with the change process are likely to result in more impactful and 
sustainable change. Senge (1990) notes that “learning organizations are possible because not 
only is it our nature to learn but we love to learn” (p. 8). As members of a higher education 
organization and as teacher educators, the faculty advisors at North Clarence University are 
particularly well-suited to benefit from collaborative and on-going learning.  
Aspects of the work element of the Nadler and Tushman (1989) model include 
clarifications around the role of the faculty advisor, qualifications for the position, and evidence 
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of strategies that lead to success in the role. In addition, revising the content of the practicum 
course to ensure that it meets the needs of teacher candidates, and reviewing the expectations for 
faculty advisor support of teacher candidates on practicum placements will be necessary. 
Power relationships and teacher identity are aspects of the informal organization that will 
need to be considered. In particular, strategies to support and develop teacher identity for those 
new to the faculty advisor role will be valuable in the change process. In their research in a 
Canadian university setting, Kosnik and Beck (2008) point out that, “simply hiring teachers for 
the teacher education programme and providing very limited induction support are common 
practices” (p. 199). In addition, it is noted that challenges related to navigating a new educational 
context, identity development and acquiring the knowledge and skills required as a teacher 
educator are shared by most teacher educators who are new to the role (Kosnik & Beck, 2008).  
Opportunities for identity development for faculty advisors who are new to the role will 
need to be built into the structure of the organization. Access to professional development 
specifically related to teaching adult learners, and opportunities to develop the skills and 
knowledge needed for successful work with teacher candidates will be necessary. Kosnik and 
Beck (2008) confirm that “Schools of Education … must devote more attention and funds to the 
induction, support, and ongoing professional development of non-tenure-line pre-service 
instructors” (pp. 198-199).  
Navigating the power dynamics of the university environment is another aspect of the 
informal organization that needs to be addressed. The dominant culture, in the context of the 
problem of practice, is characterized by the values of the tenured faculty. Although small in 
number, this group has privileged status given their contracts, representation on committees, and 
strong union affiliation. This group has a strong voice at the table for all important decisions. In 
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addition, tenured and full-time limited-term faculty are typically responsible for the academic 
courses that teacher candidates are required to take. In contrast, faculty advisors, who teach 
practicum courses and support teacher candidates during classroom placements are most often 
former teachers or administrators with recent school experience. The faculty advisor group is 
made up exclusively of sessional instructors and limited-term faculty, with no tenured faculty 
currently involved. This leads to challenging power dynamics which impact the level of 
collaboration involved in developing and implementing the program for teacher candidates. The 
work of faculty advisors tends to be undervalued and unacknowledged (Kosnik & Beck, 2008). 
Change strategies to address the power imbalance that exists, and opportunities to highlight and 
recognize the work of faculty advisors and their significant contributions to the preparation of 
teacher candidates are needed. 
Changes that relate to the formal organization in the Nadler and Tushman Congruence 
Model (Cawsey et al., 2016; Nadler & Tushman, 1980, 1989, 1999) include the introduction of 
mentorships, regular formal meeting structures, providing a wide variety of resources and 
establishing regular and informative communication strategies. Lumpkin (2011) advocates for 
the implementation of mentoring programs in higher education, noting that research has found 
that “mentoring in higher education can help faculty grow and develop [and] smooth the 
transition of faculty into new roles” (p. 357). Mentorships within the problem of practice provide 
an opportunity for experienced faculty advisors to share their expertise in the role, and for new 
faculty advisors to contribute recent school experiences to the discussion. New faculty advisors 
would benefit from clarification of the role and also from opportunities to address issues of 
identity resulting from the transition from school educator to teacher educator. Regular 
communication strategies and formal meetings will provide opportunities for faculty advisors, 
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many of whom are on part-time contracts, to be better informed about department goals, projects 
and events. Access to a wide range of resources will also assist in preparing faculty advisors for 
their role, and will demonstrate that the work is important and valued. 
Kosnik and Beck (2008) sum up the complex challenges inherent in the faculty advisor 
role in their organization in the following manner: 
Current efforts to improve teaching and teacher education will fail unless major 
support is given to non-tenure-line teacher educators. They are an enormous but 
unrecognized component in pre-service education. Their practical wisdom, knowledge, 
and experience can help strengthen the teacher education programme and the 
institution as a whole. We need to bring them out of the shadows, value their 
tremendous contribution, and help them acquire the skills, knowledge, and attitudes 
needed to make the transition from teacher to teacher educator. These changes, 
however, require changes in values, policies, and actions at an institutional level. (p. 199) 
A change implementation plan to address these challenging issues at North Clarence University 
will be the focus of Chapter 3. 
Possible Solutions to Address the Problem of Practice 
Four potential solutions to address the challenges outlined in the problem of practice will 
be presented. These possible solutions are: the introduction of mentorship programs, establishing 
professional learning communities, enhanced induction procedures and the introduction of 
recognition and celebration structures (see Figure 3). Each of these possible solutions is outlined 
below.  
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Figure 3. Potential Solutions to Address the Problem of Practice. A. Sidnell, 2020. 
 
Introduction of mentorship programs. The first possible solution to the problem of 
practice is to establish a mentorship program that matches successful, experienced faculty 
advisors with those newer to the role. Mentorships have been shown to support the learning and 
growth of faculty in higher education organizations (Lumpkin, 2001). Lunsford, Crisp, Dolan 
and Wuetherick (2017) point out that mentoring in higher education is connected to both career 
and psychosocial benefits, especially for mentees who are early in their careers. In addition, 
Lumpkin (2001) notes that, despite the fact that universities have been slow to formally 
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recognize mentorship programs for faculty, there is recognition of the value that mentorship 
programs offer in higher education.  
Roberts (2000) reports that essential elements of mentoring include a formal process, 
supportive and active relationships, practice that is reflective, a process for both career and 
personal development, and a specific mentor role. Formalization of the mentoring process within 
the problem of practice will demonstrate recognition of the professional development and 
induction needs of faculty advisors. Supportive mentor relationships will benefit both mentees 
and mentors, and will strengthen collaborative work and learning structures. The opportunity for 
both career and personal development is particularly important in the problem of practice given 
the limitations and challenges faced by faculty advisors on sessional, part-time contracts. 
Addressing issues related to identity development in the faculty advisor role, and connectedness 
to a university career may help in the retention of successful faculty members from year to year. 
The element of a specific role for mentors, perhaps constructed by mentors themselves (Roberts, 
2000), will be important in valuing the leadership contributions of mentors and ensuring that the 
mentorship process is effective in the North Clarence context. 
Tang and Choi (2005) note that “mentoring contributes significantly to the professional 
development of beginning teachers and mentor teachers, and hence the quality of the teaching 
force itself” (p. 383). Evidence of positive outcomes from mentoring programs for mentees 
include an increased sense of accomplishment, and greater satisfaction in the work environment 
(Efstathiou et. al, 2018). It is also noted that effective mentor partnerships often become long-
lasting professional relationships (Efstathiou et al., 2018). Hargreaves and Fullan (2000) suggest 
that “the goal is not to create high quality mentor programs as ends in themselves but rather to 
incorporate mentoring as part of transforming teaching into a true learning profession” (p. 55). 
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An important aspect of the mentoring program will be training for those who are selected 
as mentors. Gul, Demir and Criswell (2019) describe the mentor role as a leadership position that 
requires a commitment to the learning of the mentee as well as a commitment to the wider 
learning community (p. 209).  Mentorship programs require time on the part of both mentor and 
mentee. This will be a challenge within the problem of practice as a result of the contract status 
of faculty advisors. The sessional status of faculty advisors means that they are reimbursed for 
their work at a rate significantly lower than full-time faculty, for a limited amount of time and 
often just for the practicum course and supervision role. For the few faculty advisors on full-time 
limited-term contracts, acting as a mentor might be seen as the university service component of 
the position. However, unless additional funding was provided by the department or university, 
any time given to the mentor or mentee role would be voluntary, and would require ethical 
consideration. Ethical concerns will be discussed later in Chapter 2.  
Establishing professional learning communities. A second solution that may have 
value in addressing issues outlined in the problem of practice is the development of professional 
learning communities (PLC). According to Mullen and Schunk (2010), “research shows that the 
PLC idea is a potentially potent strategy for organizational change” (p. 193). Stoll, Bolam, 
McMahon, Wallace, and Thomas (2006) indicate that there is “broad international consensus that 
[a professional learning community] suggests a group of people sharing and critically 
interrogating their practice in an ongoing, reflective, collaborative, inclusive, learning-oriented, 
growth-promoting way” (p. 223). Given the wide variety of professional and academic 
experiences that faculty advisors bring to the role, the opportunity to look at the work with a 
critical eye and from a variety of perspectives has the potential to add depth to the knowledge of 
all members of a professional learning community. Professional learning communities will also 
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provide opportunities for groups of faculty advisors to work together to solve practical problems 
in the role. Further benefits may come from opportunities for action research within the 
university environment, or in collaboration with partner schools and boards.  
Stoll et al. (2006) note that professional learning communities are a promising avenue for 
sustainable improvement through capacity building, noting that “capacity is a complex blend of 
motivation, skill, positive learning, organisational conditions and culture, and infrastructure of 
support … [giving] individuals, groups, whole school communities and school systems the 
power to get involved in and sustain learning over time (p. 221). The connections made by Stoll 
et al. (2006) between capacity building and empowerment are closely connected to issues arising 
from the problem of practice. Providing opportunities for faculty advisors to use collaborative 
structures to build capacity and derive what Cummins (2000) refers to as “collaborative creation 
of power” (p. 44) will directly address some of the challenges of marginalization and devaluation 
of the work of faculty advisors which have been identified as critical issues in the problem of 
practice.  
Stoll et al. (2006) note that “at heart of the [PLC] concept … is the notion of community. 
The focus is not just on individual teachers’ professional learning but of professional learning 
within a community context – a community of learners, and the notion of collective learning” (p. 
225). The concept of the importance of community, and learning within the context of a 
professional community of learners, is also highly connected to the needs of faculty advisors in 
the problem of practice. Fostering a sense of community among faculty advisors will be 
beneficial in identity development, and will be helpful in establishing recognition for the work of 
the group within the organization.  
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In noting the significant differences in the commitment to learning and collaboration, 
formal or informal structures and levels of centralization in PLC structures, Mullen and Schunk, 
(2010) “recommend more in-depth treatments of learning in relation to leadership, organization, 
and culture that favour deep, extended inquiry” (p. 200). This speaks to the need to understand 
the cultural context of the organization and its formal and informal structures. Leadership must 
be “contextually and culturally relevant” and support the development of “shared values and 
vision, collective responsibility, reflective inquiry, and inclusive membership” (Mullen & 
Schunk, 2010, p. 190). There is evidence that embracing a democratic approach to the learning 
community promotes equity and social justice (Mullen & Schunk, 2010). PLC members who 
operate in democratic ways actively examine ideas related to social justice, the complexities of 
change, and sustainability, in order to improve their understanding of their own context (Mullen 
& Schunk, 2010). In addition, Mullen and Schunk (2010) note that, when democratic structures 
are present, PLC members demonstrate personal commitment and ongoing, sustained effort. The 
notion of incorporating democratic values into the structure of professional learning communities 
has relevance to both the shared and transformative leadership approaches that are connected to 
the Organizational Improvement Plan.  
Professional learning communities offer significant opportunities for addressing the goals 
of the Organizational Improvement Plan including enhancing the role of faculty advisors, 
lessening the feelings of isolation and marginalization, and providing professional development 
and action research opportunities that will ultimately improve the quality of support provided to 
teacher candidates; however, this strategy also presents a number of challenges.  The 
implementation of professional learning communities will require significant funding to address 
the costs associated with additional meeting time, as well as the material and human resources 
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required. In addition, significant and ongoing support and commitment from program 
administrators will be needed. The benefits and challenges associated with this strategy will need 
to be considered carefully when making decisions regarding the feasibility of implementing 
professional learning communities and the most advantageous timing for doing so. 
Enhanced induction procedures. The development of enhanced induction procedures 
for faculty advisors is a third potential strategy to address the problem of practice. Kosnik and 
Beck (2008) make the case for induction procedures for teacher educator instructors, noting that 
assuming good classroom teachers and administrators will automatically be good teacher 
educators is problematic. Instead, “new instructors need to be welcomed into the institution, 
made a part of the community, and helped in developing their knowledge and skills as teacher 
educators” (Kosnik & Beck, 2008, p. 197).  
 Vanassche, Kidd and Murray (2019) also note the “lack of systematized induction routes 
or professional development support” (p. 487) for teacher educators. Murray and Male (2005) 
make it clear that, for many, induction into the world of teacher education is stressful, resulting 
in feelings of anxiety and vulnerability (p. 130). They describe the induction process as 
“complex and characterized by the need to come to terms quickly with the demands of their new 
occupation” (Murray & Male, 2005, p. 130). 
At present, within the context of the problem of practice, faculty advisors who are new to 
the role are expected to attend several meetings prior to the beginning of term. These are 
beneficial for the communication of important organizational information. There are 
opportunities for faculty advisors to discuss the content of the practicum course, and learn about 
expectations related to practicum placements. However, given the timing and duration of these 
sessions, new faculty advisors do not have a sense of the context of the work and, as a result, it is 
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challenging for them to participate actively in discussion or internalize important concepts and 
information.  
Kosnik and Beck (2008) note that those in faculty advisor roles “play a crucial role to 
teacher education, [but] they largely toil in the shadows” (p. 187). The authors state that, similar 
to the situation in other universities, in their Canadian context, there is little induction support for 
new faculty members, apart from a half-day orientation (Kosnik & Beck, 2008). “New 
instructors were not assigned mentors and were expected to work largely on their own. There 
was almost no supervision apart from yearly course evaluations by students” (Kosnik & Beck, 
2008, p. 191). The authors note the implementation of ongoing meetings, social get-togethers, 
opportunities for collaborative work and individual meetings with new faculty members as ways 
to address the need for induction (Kosnik & Beck, 2008). In addition, Kosnik and Beck (2008) 
note the importance of opportunities for non-tenured faculty to interact and work with tenured 
faculty as important to induction into the wider community context. The faculty cohort-team 
approach, explained in Kosnik and Beck’s (2008) university context, might be enhanced through 
the establishment of professional learning communities in the problem of practice, as described 
earlier in this section.  
Introduction of recognition and celebration structures. A fourth potential solution to 
the problem of practice involves the introduction of recognition and celebration structures. 
Research has shown that celebrating achievements and recognition for job performance have 
both been found to be important in the workplace (Peterson, 2004; Rabey, 2006). In addition, it 
has been noted that finding joy in academic practice, despite the challenges of longer hours, 
intense scrutiny and increasingly precarious university working conditions, can be transformative 
for faculty members (Kern, Hawkins, Al-Hindi, & Moss, 2014). Within the problem of practice, 
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the focus on celebration and recognition addresses issues related to the lack of status and voice in 
the organization, as well as the development of collaborative structures to enhance professional 
development and develop teacher educator identity. Faculty advisors play a crucial role in the 
development of teacher candidates’ professional skills, they make connections with associate 
teachers and administrators in partner schools, they instruct teacher candidates in the practicum 
course and they support the bridging of the academic content of university courses and classroom 
practice. Despite these important contributions to the program and to the learning of teacher 
candidates, there is a decided lack of recognition for faculty advisors and the crucial role they 
play in the Bachelor of Education program. Kosnik and Beck (2002b) note that “in most 
universities today, preservice work is not as highly regarded or rewarded as graduate work, 
research, and publishing” (p. 6).  Vanassche et al. (2019) “see a distinct need to restate (and 
reinstate) the importance of higher education-based teacher educators, and to reclaim and 
celebrate their practices and the nature of the professionalism involved” (p. 478).  
In the university environment, academic research and graduate programs are highly 
valued (Kosnik & Beck, 2002b). In the context of the problem of practice, it will be important to 
also place value on the practical and complex work of faculty advisors. Recognition of their 
contributions instructing courses, supporting teacher candidates on practicum placements, 
making meaningful connections for teacher candidates between course content and classroom 
practice, and the liaison role they play in connecting with associate teachers and administrators at 
partner schools, will be essential to changing the value system in the current cultural context of 
the organization. A higher profile and voice in the committee structure, opportunities for sharing 
successes at departmental and stakeholder meetings, recognition in the award structure of the 
organization and financial support for professional development opportunities and resources are 
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strategies that will address the need for greater recognition. In addition, celebrations of 
successes, acknowledgements of those who are retiring or not returning to the position, and a 
greater emphasis on welcoming and including new members in the organization will be 
important steps in creating a culture that values and appreciates the work and contributions of 
faculty advisors.  
Preferred solutions. Following careful consideration of the benefits and challenges 
associated with each of the four potential solutions discussed, three of the four have been 
selected to carry forward as part of the Organizational Improvement Plan. All of the solutions are 
viable and have the potential to contribute significantly to addressing issues in the problem of 
practice. In addition, each works in concert with the others to provide a comprehensive approach 
to a complex problem. At this time, however, the implementation of professional learning 
communities will be postponed until a later date. Despite the considerable promise of PLCs to 
address important aspects of the problem of practice, this strategy will require significant funding 
and support from program administrators. Following successful implementation of the current 
Organizational Improvement Plan, advocating for the implementation of PLCs will serve to 
further develop and sustain the change goals. The mentorship, enhanced induction procedures 
and celebration/recognition strategies will work effectively together to create a robust, integrated 
solution. This integrated solution will provide a multidimensional approach to the complex 
problem of practice.  
Leadership Ethics and Organizational Change  
The overarching ethical concerns in the problem of practice stem from the need to 
consider the inequitable power structures that have resulted in marginalization and inequitable 
status of faculty advisors and their role within the teacher education program. Financial 
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pressures, hiring practices and hierarchical aspects of the organization generate and perpetuate 
these issues. The transformative leadership approach is proposed as a framework to address these 
inequities and build a sense of identity, community and professional competence within the 
faculty advisor group. In describing transformative leadership, Shields (2014) notes that it is not 
a rigid leadership approach. In contrast, transformative leadership requires leaders to examine 
their own values, beliefs and principles in responding to challenging and complex questions. 
Addressing issues of inequity and searching for ethical, socially-just solutions will be priorities 
in the problem of practice.  
Starratt (2005) notes that the structures and processes that educational leaders employ are 
far from being “ethically neutral” (p. 128). Educational leaders must “[treat] everyone … as 
human beings with care and compassion, treating them as citizens with rights and responsibilities 
in the pursuit of the common good, and engaging them in the ethical exercise of … authentic 
teaching and learning” (Starratt, 2005, p. 131). Similarly, Bates (2011) observes that 
“administration cannot be viewed as a neutral, value-free, technical exercise and must be seen to 
be centrally concerned with ethics and the ways in which ethics inform social, cultural and 
political concerns” (p. 7). Organizational leaders at North Clarence have ethical obligations to 
faculty, students and stakeholders. Students are paying for quality education and must be treated 
fairly. They are entitled to excellent instruction, and an equitable and supportive learning 
environment. The university has the responsibility to the Ontario College of Teachers and to the 
wider community, to fully prepare teacher candidates for their roles in the teaching profession in 
a world that is changing dramatically and rapidly in the twenty-first century. Leaders in the 
problem of practice organizational context also have an ethical obligation and the situational 
power to treat faculty fairly, with respect, and according to negotiated contracts. The Canadian 
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Association of University Teachers (2014) notes that “it is the democratic right of all employees, 
regardless of the nature of their appointment, to participate in decisions affecting the terms and 
conditions of their employment” (para. 1).  CAUT (2014) also points to “equity in employment, 
promoting the interests of both full-time and contract academic staff, and contributing to the 
improvement of Canadian society through high quality public post-secondary education” as 
important factors (para. 1). Additionally, Starratt (2004) emphasizes that the “careful and 
reflective exercise of [the leader’s] power would have all members of the school community 
participate in the continuous deliberation about improving the teaching-learning process” (p. 
727). Issues that result from sessional and part-time contract status pose a significant challenge 
in the context of the problem of practice.  
As part of a transformative leadership approach, the marginalizing effects of sessional, 
part-time contract status will be addressed through collaborative structures that involve faculty 
advisors in the development of solutions. With these strategies come the ethical responsibilities 
of leadership. These include the responsibility of ensuring that faculty advisors’ contributions 
through leadership and participation are recognized and result in an improved work environment. 
This ethical commitment also requires ensuring that change efforts improve the learning 
experiences and outcomes for teacher candidates.  
Shared leadership will also provide an avenue to address issues related to the problem of 
practice. Opportunities for faculty advisors to take on shared leadership roles may include 
mentorship positions, and facilitator and contributor roles, among others. The many advantages 
of shared leadership include benefits for faculty members, the organization and the wider 
community (Holcombe & Kezar, 2017). Benefits to the organization must be noted, and it is 
essential that, when faculty members take on leadership roles in a shared leadership framework, 
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they are recognized for their initiative and contributions to the learning and success of the group. 
Holcombe and Kezar (2017) identify many benefits of shared leadership in higher education 
organizations; however, they also highlight that the structures and processes of shared leadership 
should be authentic and carefully planned. According to Holcombe and Kezar (2017), 
“conditions that promote and sustain shared leadership include team empowerment; supportive 
vertical or hierarchical leaders; autonomy; shared purpose or goal; external coaching; 
accountability structures; interdependence; fairness of rewards; and shared cognition” (p. 3). 
Both transformative and shared leadership frameworks have the potential to address the 
critical issues of inequity and marginalization in the problem of practice. Both frameworks 
include the expectation that change will be approached ethically and with a focus on social 
justice (Kezar & Holcombe, 2017; Shields, 2014). Transformative leaders approach change with 
a “focus on emancipation, democracy, equity, and justice” (Shields, 2014, p. 333), and Shields 
(2014) notes that the transformative educational leadership framework can support leaders to 
make meaningful changes in the complex and challenging context of the twenty-first century. In 
the case of the problem of practice, this is just the approach that is needed. A change 
implementation plan that addresses the challenges outlined in the problem of practice will be the 
focus of Chapter 3. 
Chapter 2 Summary 
In Chapter 2, a transformative leadership approach to the problem of practice has been 
explored as well as the potential benefits of a shared leadership approach. Central to the 
leadership approach is a focus on equitable practices, social justice and democratic principles. 
Goals and priorities for the Organizational Improvement Plan have been established in this 
chapter, and four potential solutions have been explored that address the issues connected to the 
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problem of practice. Three preferred solutions have been identified for implementation as part of 
the Organizational Improvement Plan which come together to form a multidimensional approach 
to the problem of practice.  An implementation plan for each of the solutions is presented in 
Chapter 3.  In addition, Chapter 3 provides a communication plan and addresses potential 
challenges in the implementation stages of the Organizational Improvement Plan. 
  
ROLE OF THE FACULTY ADVISOR                                                                                       68 
 
 
 
Chapter 3: Introduction 
Chapter 3 begins with an implementation plan for the Organizational Improvement Plan. 
The Plan, Do, Study, Act (PDSA) model is introduced, as well as reflective questions adapted 
from Moen and Norman (2009). An implementation plan for each of the three selected strategies 
introduced in Chapter 2 is outlined, with consideration given to implementation issues and 
limitations. Following that, strategies for monitoring and evaluating the change are explored. A 
communication plan is established for the Organizational Improvement Plan that addresses the 
needs of the various stakeholder groups. Potential challenges and next steps are presented, and 
the chapter concludes with a look at future considerations in the implementation of the 
improvement plan. 
The Change Implementation Plan 
The change plan established in the Organizational Improvement Plan will be reflective of 
the overall organizational context and will take into account organizational goals and values, and 
the expectations set out by stakeholder organizations. Within the immediate organizational 
context, the values stated by North Clarence University include creating opportunities for faculty 
to thrive and grow individually and as global citizens [Organization website, 2020]. In addition, 
the values of the university include a commitment to creating an intellectual and social 
community that is inclusive and values the collaboration of all of its members [Organization 
website, 2020]. Furthermore, the North Clarence mission statement includes the celebration and 
encouragement of excellence and innovation, the development of strong partnerships within the 
organization and with communities outside of the university, and the encouragement of a 
collegial culture that fosters a sense of belonging [Organization website, 2020]. 
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Organizations outside of the university also provide goals and expectations related to the 
faculty advisor role. The Ontario Ministry of Education (2014) commits to “cultivat[ing] and 
continuously develop[ing] a high-quality teaching profession and strong leadership at all levels 
of the system” (p. 1). This sets up the expectation of significant support and rigorous 
requirements for teacher candidates as they prepare for teaching positions in Ontario. The faculty 
advisor plays an important role in supporting the development of teacher candidates and is 
described by the Ontario College of Teachers (OCT) as the “bridge between research and 
practice” (OCT, 2010, p. 8). Positioning the faculty advisor as the liaison between the theoretical 
learning of the university and the real-world concerns of the classroom means that both practical 
experience and academic knowledge are valued in supporting teacher candidates effectively.   
Additional consideration must be given to the values and expectations of university 
instructors more generally. The Canadian Association of University Teachers (CAUT) represents 
the interests of university faculty associations across Canada. CAUT (2010) provides policy 
statements regarding academic freedom, collegiality, assessment of programs, appointment 
procedures and collective bargaining among others. These policies relate directly to issues of 
exclusion of certain voices and the effects of power imbalances in decision-making. These are 
critical issues in the Organizational Improvement Plan which will be considered in determining 
the goals of the change process. 
Goals and Priorities of the Implementation Plan 
The primary goal of the Organizational Improvement Plan is to enhance the role of the 
faculty advisor within the Bachelor of Education program at North Clarence University. In doing 
so, faculty advisors will be able to provide more consistent and knowledgeable support for 
teacher candidates in the program. In order to achieve this goal, the proposed change plan 
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includes addressing the marginalized status of faculty advisors, implementing improved 
communication strategies, providing professional development that specifically addresses the 
problem of practice, lessening feelings of isolation, providing opportunities for faculty advisors 
to have a stronger voice in the organization, and improving orientation procedures for new 
faculty. Further goals include ensuring that teacher candidates are receiving equitable and current 
instruction and support from faculty advisors, developing stronger connections between 
university course work and practical classroom experiences, and positioning the role of the 
faculty advisor as key to the success of teacher candidates.  
Within the scope of the goals noted above, a number of priorities can be established for 
the change implementation plan. These include improved and consistent instruction and support 
for teacher candidates, robust orientation procedures and addressing issues of identity for new 
faculty advisors. An additional priority is to acknowledge the depth of knowledge and experience 
within the faculty advisor group, and to create a change plan that values and builds on current 
strengths.  
The goals of the Organizational Improvement Plan support a number of potential 
improvements for individuals, groups and the organization as a whole. Strategies that address the 
marginalized status of faculty advisors will minimize the sense of isolation experienced by 
sessional instructors, provide opportunities for professional development, enhance collaborative 
structures within the department and provide a more cohesive approach to the varied demands of 
the role. Improvements and greater continuity in the instruction provided by faculty advisors will 
benefit teacher candidates both in their university studies and in their work in schools and will 
benefit future students in the long run. In addition, since faculty advisors are the primary face-to-
face contacts for associate teachers and partner school administrators, ensuring the role 
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effectively bridges the space between the university and classrooms will strengthen school-based 
partnerships and ensure that additional perspectives are considered. Ultimately, providing faculty 
advisors with a stronger voice in the organization, access to professional development and 
opportunities for developing new identities as teacher educators will result in a stronger, more 
committed department team. 
Change Strategy Implementation 
Outlining factors that lead to effective change processes in higher education 
organizations, McNamara (2010) points to the following characteristics among others: “new 
ideas are invited, ongoing and widespread conversations are fostered, actions are adjusted in 
response to learning [and] debate is encouraged as [the] community seeks best principles, 
practices and outcomes” (p. 50).  These characteristics will be incorporated into the 
implementation and monitoring practices of the Organizational Improvement Plan. Opportunities 
for the faculty advisor group, as well as other stakeholders, to participate widely in group 
decision-making processes will be encouraged.  
Implementation of the mentorship program. Research suggests that mentorship 
programs support faculty learning and development in higher education organizations (Lumpkin, 
2001), and often result in long-term professional relationships (Efstathiou et. al, 2018). Tang and 
Choi (2005) also note the benefits to both new teachers and mentor teachers, leading to the 
overall improvement in teaching. Similarly, Hargreaves and Fullan (2000) indicate that the goal 
of mentorship programs is to transform teaching into a profession of learning. 
Implementation of the mentorship strategy will address the established goals of the plan 
by incorporating professional development for both mentors and mentees, providing structured 
and individualized orientation for new faculty advisors, and offering opportunities for 
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experienced faculty advisors to share their expertise. Mentees will also have opportunities to 
share the knowledge they bring to the position, and will be able to build identity in their new 
role.   
After communicating the need for change and providing an overview of the project, the 
initial step in the mentorship project will be to identify those selected to act as mentors. This 
group will be made up of experienced and successful faculty advisors who will be invited to 
participate. All new faculty advisors will have the opportunity to be included in the mentee group 
involved in the project. The next step involves the purposeful and deliberate pairing of those new 
to the faculty advisor role with a mentor who has demonstrated successful practice over time. 
The specific goals of the project will be shared in face-to-face meetings with all mentors and 
mentees. Mentor training, capacity-building opportunities and professional development will be 
provided to the experienced faculty advisor group, while mentees will be provided with 
orientation sessions to familiarize them with the organization and the faculty advisor role. Next, 
both groups will work collaboratively to develop protocols (Katz & Dack, 2013, 2016; Katz, 
Dack & Malloy, 2018) for mentor/mentee interactions, establish timelines and communication 
procedures, and review the goals and priorities of the mentorship project. Material resources will 
be introduced and made available to mentors and mentees, and feedback regarding further 
resource acquisitions will be requested. While it will be important to ensure individualization of 
the support provided to each mentee as needed, it will also be beneficial at this point to establish 
and communicate criteria that will apply to all mentorship partnerships as a guideline. Ongoing 
formalized meetings to allow for goal review and discussion will be scheduled. Mentors and 
mentees will make decisions around the methods they use to communicate which may include 
face-to-face meetings, email and phone communication, the use of communication apps and/or 
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collaborative documents. In addition, mentors and mentees may choose to observe each other in 
the classroom, team teach or share lesson planning as part of the project.  
 The Plan, Do, Study, Act (PDSA) model (Moen & Norman, 2009) will be applied to 
each of the three solutions. In addition to the PDSA model, three questions proposed by Langley, 
Moen, Nolan, Nolan, Norman and Provost in their Model for Improvement (Moen & Norman, 
2009) will be considered. The three reflective questions adapted from the model are as follows: 
What are we hoping to achieve? How will we establish that the change we have made is a step 
forward? What is a next step that will move us forward towards our goal? (adapted from Moen & 
Norman, 2009, p. 9). These reflective questions will be used to frame, collaboratively, the initial 
discussions with faculty advisors and other stakeholders in the beginning stages of 
implementation, and will also provide a frame for reviewing and revising the change strategy as 
it progresses. Further discussion of these framing questions is found in the following section that 
focuses on monitoring and evaluation.  
 
 
 
 
 
 
 
 
 
Figure 4. PDSA Model Example: Mentorship Strategy Implementation. A. Sidnell, 2020. 
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 An example of the application of the PDSA model (Moen & Norman, 2009) to the 
Organizational Improvement Plan is shown in Figure 4. In this case, the Plan, Do, Study, Act 
(PDSA) model (Moen & Norman, 2009) is applied to the implementation of the mentorship 
strategy. The PDSA model, with the addition of the reflective questions noted above, will be 
applied in a similar manner to the introduction of celebration and recognition events and 
enhanced induction procedures. 
Implementation of enhanced induction procedures. Induction procedures are an 
essential element of the Organizational Improvement Plan given the nature of the faculty advisor 
role. Most faculty advisors arrive with successful experience as classroom teachers and/or school 
administrators; however, it is problematic to assume that prior school experience will necessarily 
make them successful as teacher educators (Kosnik & Beck, 2008). Induction procedures are 
needed to help faculty advisors develop the distinct skills and knowledge required in their new 
role, and are important in welcoming new faculty into the university community (Kosnik & 
Beck, 2008). In addition, Murray and Male (2005) note the feelings of stress and anxiety that 
many new teacher educators experience as they take on the role in supporting the importance of 
induction procedures (Murray & Male, 2005). 
Comprehensive induction procedures will be put into place to ensure that new faculty 
advisors are welcomed as members of the organization, and are provided with the organizational 
information and expectations required for success in the position. Sessional, part-time contracts 
often lead to frequent staff turnover. In addition, instructors often have little lead time before 
courses begin which can be stressful and overwhelming. Strategic orientation procedures that 
include formal meetings, introductions to other faculty members, tours of the buildings and 
resource areas will intentionally address the orientation needs of new instructors. 
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As part of the induction process, providing access to resources will be an important tool 
used in the change process. Faculty advisors on short-term contracts have typically had limited 
access to current resources that relate directly to course content and supporting teacher 
candidates during practicum placements. Providing an easily-accessible resource library will 
help to ensure that course content is consistent and robust, and will support faculty advisors in 
content areas with which they are less familiar or lack practical experience. 
Implementation of celebration and recognition events. Vanassche et al. (2019) 
emphasize the need to acknowledge the importance of the role of teacher educators and to 
celebrate both the practices and professionalism involved in carrying out the role. In addition, 
Kosnik and Beck (2002b) note the disparity in the value placed on research, publishing and 
graduate programs at the university level, compared to pre-service teacher education. Celebration 
and recognition structures that acknowledge the important and complex work of faculty advisors 
will therefore be key elements of the Organizational Improvement Plan.  
Celebration and recognition events will be established at the beginning of the academic 
year and will be structured to allow faculty advisors to share and celebrate their successes, and to 
highlight the contributions of faculty advisors to the department as a whole. Celebration events 
will take two forms. The first, general social events, will be planned at the end of each academic 
term as opportunities for faculty advisors to interact in informal social settings. Additionally, 
there will be celebration events that are tied directly to the work of mentors and mentees. These 
events will focus on sharing and celebrating the work accomplished by the various teams, with a 
view to further sharing with the department and extended stakeholder groups.  
Recognition events will be scheduled for the end of the academic year to recognize the 
service of faculty who will not be returning the following term. The timing of these events will 
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need to be connected to job assignments for the following academic year as most faculty 
advisors are hired on sessional contracts and these positions are often confirmed late in the 
yearly planning process. It will be challenging to time these events when employment 
information is available and faculty advisors are available to participate; however, recognizing 
the contributions of those who are retiring or moving on to different positions is important to 
maintaining a strong and cohesive faculty advisor community. 
Throughout the change process, it will be necessary to gauge and understand the 
reactions of the various stakeholder groups. Close connections with the faculty advisor group 
through formal and informal meetings, and feedback from the mentorship project will enable 
frequent communication and adjustments when needed. In addition, the shared leadership model, 
as well as the leadership structure of the mentorship project, will provide multiple opportunities 
for developing common understandings and goals, and redirecting when necessary. It will be 
essential to ensure that regular feedback is received from department administrators, teacher 
candidates, other faculty members, and school partners. Extensive two-way communication with 
stakeholder groups will be implemented to address concerns, new ideas and potentially to 
determine new directions.  
Addressing Potential Implementation Issues and Limitations 
The precarious and marginalized nature of the faculty advisor’s role provides significant 
incentive for support of the project from faculty advisors themselves. The benefits of the 
organizational change plan for faculty advisors include a stronger voice in the organization, 
increased professional development and collaborative activities, support for identity development 
in a new role, and opportunities to make significant contributions to the program as a whole. In 
addition, the potential for improved classroom instruction for teacher candidates, enhanced 
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collaboration with partner boards and schools, and a more consistent approach to the content of 
the practicum course will benefit a broad range of stakeholders. Nevertheless, there are a number 
of potential implementation issues that will be considered.  
First, several of the strategies suggested will require additional funds. Material resources 
and access to professional development opportunities may be dependent on additional 
departmental funds. These financial needs may be lessened by focusing on in-house expertise, 
both from within the department and the university, when appropriate. Similarly, collaborating 
with partner boards around professional development may also be a cost-saving measure in 
addition to an opportunity to create closer collaboration between the university and local school 
boards. In addition, the unions representing faculty advisors may be willing to provide some 
financial support for professional development.  
Secondly, although there are many advantages for faculty advisors participating in the 
change process, time constraints, travel due to distance from the university and limited meeting 
space may provide challenges at the implementation stage. While in-person meetings and 
informal gatherings are beneficial, advances in technology provide options that may be useful in 
the context of the Organizational Improvement Plan. Online meeting platforms, online shared 
documents and conference call technology may all provide other ways of communicating with 
partners or groups that address the challenges presented by time constraints, meeting space 
requirements and distance from the university. 
A further potential challenge that must be considered in the university context is the right 
to academic freedom. Academic freedom is fundamental to the work of university faculty. All of 
the university’s collective agreements with faculty recognize academic freedom. While 
collaboration and collegiality are important values expressed by the department and university, 
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academic freedom plays a role in the way individual faculty advisors implement the course 
content which makes consistency challenging. 
Monitoring and Evaluating the Change Process 
The monitoring and evaluation processes in the Organizational Improvement Plan will be 
informed by the fundamental values of transformative and shared leadership. The focus on social 
justice and democratic principles in the transformative leadership model (Shields, 2014) will be 
evident in monitoring strategies that involve the participation and contribution of faculty advisors 
and other stakeholders. Similarly, shared leadership will be most effective when there are 
opportunities for shared responsibilities for monitoring, evaluating and decision-making in the 
pursuit of excellence. Holcombe and Kezar (2017) note that shared leadership may “increase 
accountability within organizations and improve the implementation of organizational decisions” 
(p. 3). This notion of group accountability is also seen in the work of Lewin. In addition to the 
Three-Step Model of Change, Lewin also discusses the importance of “group dynamics” in the 
change process (Kippenberger, 1998, p. 11). Kippenberger (1998) notes that, “while other 
methods may develop a motivation to change, Lewin believes that it is the group decision-
making process itself that acts as the link between motivation and change” (p. 12). Given the 
importance of group interactions, equitable and democratic principles, and shared leadership and 
responsibility, the approach to monitoring and evaluating in the Organizational Improvement 
Plan will include elements of group monitoring of goal achievement and collaborative decision-
making.  
As part of the Organizational Improvement Plan, the Langley et al. Model for 
Improvement (Moen & Norman, 2009) will provide a framework for monitoring the progress 
and effectiveness of the proposed change. The Model for Improvement framework includes the 
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PDSA (plan, do, study, act) cycle in addition to a set of three fundamental questions. One of the 
benefits of the Model for Improvement, as noted by Moen and Norman (2009), is that it can be 
applied to all groups and levels in organizations. An adaptation of the model is shown in Figure 
5. The reflective questions have been adapted as follows: 
1. What are we hoping to achieve? 
2. How will we establish that the change we have made is a step forward? 
3. What is a next step that will move us forward towards our goal? (adapted from Moen 
& Norman, 2009, p. 9) 
In addition, the model positions learning as an iterative process, provides opportunities for 
adaptations as the learning process unfolds, incorporates the work of teams in making 
improvements and empowers people to take actions that lead to practical and positive change 
(Moen & Norman, 2009, p. 10). 
 
 
 
 
 
 
 
 
 
 
 
Figure 5. The PDSA Model for Improvement with reflective questions. Adapted from “API Model 
for Improvement,” by Langley, Moen, Nolan, Nolan, Norman and Provost in R. Moen and C. 
Norman, 2009, Evolution of the PDCA Cycle, p. 9. A. Sidnell, 2020. 
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 Given the potential for broad application of the Model for Improvement, it will be useful 
for framing the change implementation and monitoring processes for the Organizational 
Improvement Plan as a whole; however, it also provides a structure for monitoring the ongoing 
implementation of each of the three improvement strategies: the mentorship project, establishing 
celebration and recognition structures, and the implementation of enhanced induction 
procedures. In discussing the work of Kurt Lewin, Kippenberger (1998) notes the effectiveness 
of group decision-making, indicating that it provides the connection between motivation and 
actual change. The three fundamental questions will be beneficial as a collaborative group 
decision-making tool to frame initial discussions around the goals of each strategy, as well as 
providing a format for discussing the ongoing successes and challenges of implementation. In 
adopting the Model for Improvement, it is important to acknowledge the significance of social 
construction in the learning and change processes (Brown & Duguid, 1991) in the Organizational 
Improvement Plan. Peck, Gallucci and Sloan (2010) note that this perspective on “policy 
implementation and change as learning processes foregrounds the agency of faculty and faculty 
leaders as primary “authors” of the change process and positions both the disciplinary knowledge 
and the local practical knowledge of faculty as resources for innovation” (p. 453).  
Monitoring strategies associated with the mentorship project will include regular informal 
and written feedback. Written feedback in the form of surveys will be collected from both the 
mentor and mentee group to ensure that the project is meeting the needs of both groups, and that 
mentors and mentees see connections to improvements in their work as faculty advisors. In 
addition, opportunities for all mentors and mentees to meet will allow opportunities for data 
collection regarding the types of activities that are most beneficial and have the most impact on 
the faculty advisor role. Reports from mentors and mentees regarding their collective work, their 
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understanding of the impact of that work in the program, and suggestions for future directions for 
learning and research will be collected. Action research undertaken as part of the mentorship 
project will also provide evidence of progress in establishing faculty advisors as contributors to 
the learning environment of the university. Opportunities for mentors and mentees to report back 
to the faculty advisor group, in addition to the department, will provide further evidence of 
success in the change process. 
Monitoring of the implementation of induction procedures will require feedback from 
both faculty advisors and department administration. Informal survey strategies will be 
implemented to determine what questions new faculty advisors still have after initial induction 
events, and what they feel their professional development needs are moving forward. In addition, 
feedback from faculty advisors at the end of their first year in the role will shed light on 
information that they wish they had known early on, and the sources and content of professional 
knowledge that were helpful. This cycle will be reviewed regularly with both administrators and 
faculty advisors to ensure that the needs of new faculty are being met effectively. 
Monitoring of the celebration and recognition events will involve the collection of data 
related to faculty and stakeholder participation, timeliness of events and surveying faculty 
advisors to determine their perceptions of the value and success of the events. Cost factors will 
be analyzed to ensure that the benefits of the events justify any costs involved.  
Refining the Implementation Plan 
Monitoring strategies will determine necessary refinements and redirections as part of the 
implementation plan. Anticipated refinements include the expansion of the mentorship program 
to include a greater number of faculty advisors as successful implementation is documented. 
Additional refinements based on feedback during the implementation stages include taking 
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advantage of opportunities for action research that grow out of the change process, advancing 
and supporting connections to the work and research of faculty colleagues, and enabling a group 
decision-making process to contribute to the learning goals and outcomes of the mentorship 
project. The number and timing of celebration events will be reviewed and revised depending on 
the needs expressed by stakeholders in the monitoring phase. Induction procedures will be 
developed and refined based on the feedback of both new faculty advisors and department 
administrators. This will include longer-term data that reflects the views of faculty advisors as 
they reflect back on their information and orientation needs after several years in the position.  
Overall Evaluation of the Change Process 
Strategies to determine the success of the change process overall will include surveys that 
allow for feedback from a wide range of stakeholder groups. One-to-one meetings with faculty 
advisors will be carried out in order to capture the unique experiences of individuals and their 
perceptions of the success of the change process. In addition, it will be helpful to collect before 
and after data that reflects the overall satisfaction with the role of the faculty advisor from all 
members of the group. Further data that will be used to measure the level of achievement of the 
project goals includes information related to faculty advisor retention and continuity in the role 
from year to year, the number of committees that include representation of faculty advisors, the 
number of research projects instigated by or including faculty advisors, and success rates of 
teacher candidates. Course evaluations will provide individual faculty advisors with feedback 
related to the success of course content from the perspective of teacher candidates. Further 
evidence may be available from program exit surveys and field notes from faculty advisor school 
visits. 
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It will be important to ensure that all stakeholder groups have input into the evaluation of 
the change process. Input will be collected in a variety of formats including surveys, informal 
interviews, one-to-one meetings and group feedback opportunities. Teacher candidates, school 
and board partners, department administrators, tenured faculty members and faculty advisors 
themselves will be included in stakeholder evaluation processes. Appendix A provides an 
overview of the implementation and monitoring processes included in the Organizational 
Improvement Plan. 
Building a Communication Plan 
 The communication plan for the Organizational Improvement Plan will take into 
consideration the difference between information and communication (van Vuuren & Elving, 
2008).  Whereas information sharing may take the form of general emails, newsletters, posters 
and websites, communication involves developing common understandings and cultivating 
relationships based on trust (Elving, 2005; van Vuuren & Elving, 2008). Similarly, Barrett (2002) 
notes that effective communication fulfills two important roles in successful organizational 
change. The first role is to provide information and education for members of the organization at 
all levels, and the second is to motivate members of the organization and position them to 
support the new initiatives (Barrett, 2002). In the context of the Organizational Improvement 
Plan, it will be necessary to develop communication opportunities where shared understandings 
and genuine relationships are formed, as well as knowledge streams that provide an on-going, 
practical source of reliable information.  
 Dudar, Scott and Scott (2017) note the importance of balancing the perspectives of 
multiple stakeholders in determining the most appropriate way forward in the change process. 
The authors emphasize the importance of the participation of stakeholders, indicating that it is  
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“essential for the maintenance of robust civil societies to ensure there is advocacy for vulnerable 
groups, accurate representations of a range of perspectives, and to increase the value of policies 
through shared decision making” (Dudar et al., 2017, p. 46). Importantly, however, it is noted 
that allowing one perspective to dominate and obscure other points of view can be unproductive 
and potentially detrimental to the process (Dudar et al., 2017). For this reason, it will be 
important to ensure that all stakeholders’ perspectives are heard, and are understood in relation to 
the perspectives of others. Opportunities for stakeholders to engage with one another in order to 
share their own ideas, as well as understand the perspectives and the priorities of others, will be 
built into the communication process. 
 Barrett (2002) notes that, while communication involves three fundamental elements 
consisting of the message, the communication tool and the audience, it is more than that. 
Effective communication “is the glue that holds an organization together, and during major 
change, that glue becomes even more critical” (Barrett, 2002, p. 231).  The communication plan 
can be understood as an integrated set of elements: clear messaging that is specific to stakeholder 
groups, effective lines of communication, the support of organizational leadership and effective 
positioning of key staff members (Barrett, 2002). These elements are managed through on-going 
review and assessment related to the goals of the change, and whether they are being met or 
require revision (Barrett, 2002). Figure 6 illustrates the integrated nature of the communication 
elements.  
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Figure 6. Integrated model of communication elements to support the change plan in the OIP. 
Adapted from “Strategic Employee Communication Model,” by D. Barrett, 2002, Change 
communication: using strategic employee communication to facilitate major change. Corporate 
Communications: An International Journal, 7(4), p. 221. A. Sidnell, 2020. 
 
 The elements identified in the communication model will be implemented in an 
integrated manner as the change plan unfolds. In addition, three strategies for conveying change 
messages have been outlined by Armenakis and Harris (2002). These are “persuasive 
communication (direct communication efforts), active participation (involving people in 
activities designed to have them learn directly), and managing internal and external information 
(making the views of others available)” (p. 171), all of which will be incorporated into the 
communication strategies implemented in the context of the Organizational Improvement Plan. 
These specific strategies will be outlined in the following paragraphs.  
In order to build awareness of the need for change, the importance of the faculty advisor 
role, as well as the challenges experienced by faculty advisors in carrying out their work, will be 
shared with all stakeholders. This will include making connections to the Ontario College of 
Teachers’ accreditation requirement that a faculty advisor be assigned to each teacher candidate 
ROLE OF THE FACULTY ADVISOR                                                                                       86 
 
 
 
to support them during their practicum placements (Ontario College of Teachers Act, 2016), as 
well as the North Clarence positioning of the practicum course, promising “a small class setting 
designed to provide an excellent level of support for Teacher Candidates as they each work to 
develop their own unique style of teaching” [Organization website, 2020]. Added to the 
understanding that faculty advisors provide the “bridge between research and practice” (OCT, 
2010, p. 8), the case will be made so that all stakeholders have an appreciation of both the value 
and the complexity of the role. It will be important for all stakeholders to be made aware of the 
challenges faced by faculty advisors given their lack of representation and integration in the 
organization, their limited access to professional development and resources, and further 
limitations of sessional contract status.   
As part of the process of building awareness, course data, individual reflections and 
informal feedback survey information will be provided to demonstrate the gap that exists 
between the current state and the goal state. As part of the communication process, data to 
support the change will be shared through general information-sharing meetings, along with the 
initial change plan. Stakeholders will be provided with opportunities for input into the proposed 
change strategy through a variety of channels (Barrett, 2002; Lewis, 2019) including individual 
consultation, small group informational meetings and informal online surveys. Both suggestions 
and concerns will be requested from stakeholders. While all stakeholders will receive similar 
information, the faculty advisor group will require more detailed information regarding the 
proposed change, as well as further opportunities for discussion and feedback. Anticipated 
questions and responses will be considered in advance. Several examples are outlined in the 
following paragraph. 
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A number of concerns and questions may be anticipated in preparation for initial 
messaging around the need for change and the proposed change strategy. First, the amount of 
additional time required for project meetings and mentor/mentee meetings is likely to be a factor. 
Questions that relate to the types and amount of support required can be expected, particularly in 
relation to support materials, additional funds and support from people with specific areas of 
expertise. Requirements for collecting data and evaluation of the project may be addressed up 
front, as well as potential concerns from faculty advisors who will not be directly involved as a 
mentor or mentee. Responses to anticipated questions will be addressed using a gain frame 
approach and two-sided messaging (Lewis, 2019) which will be discussed next. 
In communicating the need for change in the OIP, a gain frame approach will be used 
(Lewis, 2019), specifically identifying the benefits to the organization of more equitable 
structures for faculty advisors and ways in which the proposed strategies will enhance the faculty 
advisor role within the program. Gains for faculty advisors will include better representation, 
increased opportunities for professional development and collaboration, improved support for 
teacher candidates and stronger identity development in the role. The gain frame approach will 
also be particularly beneficial in communicating with tenured faculty. As noted in Chapter 2, the 
power dynamics of the organization currently prioritize the needs and values of tenured faculty 
who have permanent contract status, and significant opportunities for leadership and influence 
over departmental decision-making. In working towards more equitable representation and voice 
in the organization, the focus on the positive outcomes of the plan will help to address potential 
concerns of tenured faculty. Emphasis will be placed on improved outcomes for teacher 
candidates, the potential for enrichment of the current and future research projects of tenured 
faculty, a more collaborative department structure and the positive impact of the plan on the 
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quality of the program as a whole. Opportunities for stakeholders to suggest additional gains and 
identify potential unintended outcomes will also be provided. In addition to the gain frame 
approach, two-sided messaging (Barrett, 2002; Lewis, 2019) will be incorporated into the initial 
messaging as part of the communication strategy (see Appendix B). 
Two-sided messaging will be employed to address counter-arguments (Lewis, 2019). 
Counter arguments may include the fact that not all experienced faculty advisors will have the 
opportunity to participate in the mentorship strategy, the additional time that will be required to 
implement the strategy, and the limited ability to provide additional funding for the project.  
The communication plan in the OIP will be structured to build the commitment of 
stakeholders. Clear messaging will be provided to ensure that stakeholders recognize that their 
input is valued and consideration will be given to the feedback provided, both positive and 
negative. Multiple channels will be provided for feedback in order to provide opportunities for 
all stakeholders to feel comfortable in sharing their input into the process. Lewis (2019) makes 
reference to the importance of encouraging critical thinking in stakeholders, and responses that 
demonstrate resistance will be considered as opportunities for problem solving. 
Van Vuuren and Elving (2008) outline a developmental approach to organizational 
change, which involves the members of the organization using their skills and knowledge to 
benefit the organization.  Using this approach, “the organization interacts with the workforce and 
involves them in diagnosing the problems the organization encounters. In this communicative 
context, there is a way for exploring possibilities for the future” (van Vuuren & Elving, 2008, p. 
350). Additionally, the communication plan for the OIP will be informed by a transformative 
leadership approach, with opportunities for shared leadership built into the change process. 
Shared leadership will be a cornerstone of the mentorship strategy, providing multiple 
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opportunities for individuals to take on leadership roles. A transformative leadership perspective 
provides important opportunities for both educational and social change (Shields, 2014). Shields 
(2010) indicates that “transformative concepts and social justice are closely connected through 
the shared goal of identifying and restructuring frameworks that generate inequity and 
disadvantage” (p. 266).  In the case of the mentorship strategy in the OIP, opportunities for 
professional development and curriculum-focused conversations between mentors and mentees 
are intended to build a strong educational foundation for the faculty advisor work. The aspect of 
social change is also crucial to addressing the marginalized status of sessional faculty. 
Opportunities for collaboration and professional development, access to professional resources, 
and ensuring that the contributions of all faculty advisors are valued and welcomed will provide 
strategies to address power imbalances and the marginalized status of those on sessional 
contracts. 
Strategies to communicate the change process, and recognize milestones and successes 
will involve a number of committee structures that are part of the existing organizational 
structure at North Clarence. Initially, information regarding the Organizational Improvement 
Plan will be shared with the administrators as part of the individual and small-group meeting 
structures that take place in April through August in preparation for the following academic year. 
Improved teacher candidate outcomes and a more engaged and informed faculty advisor group 
will be the focus of these discussions. Gaining initial and ongoing support from the Faculty of 
Education leadership will be essential to the success of the Organizational Improvement Plan. 
 Communication with faculty advisors. Communication strategies for sharing and 
discussing plans with faculty advisors will take place early in the process. Initial communication 
with faculty advisors will allow for access from remote locations and asynchronous participation 
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given the sessional and limited contract status of group members. Online sharing and discussion 
opportunities will allow all faculty advisors to access information and participate in ongoing 
discussion. Prior to June, participants will be faculty advisors from the previous academic year 
since sessional contracts are the last to be determined and filled. Faculty advisors typically 
participate in face-to-face meetings in August, once sessional contracts have been confirmed. 
These meeting sessions will provide an opportunity to connect with faculty advisors for the 
upcoming academic year. As part of the enhanced induction process at this time, detailed 
planning of mentorships and recognition events will be approached collaboratively to meet the 
needs of the faculty advisor group. 
 Communication with internal stakeholders. Communicating the goals and phases of 
the Organizational Improvement Plan with internal stakeholders will be accomplished through 
two existing committee structures. The North Clarence Education Committee provides a forum 
to discuss issues that relate to programing and organization in the Bachelor of Education 
program. The existing committee structure provides an opportunity to incorporate all four of the 
integrated elements identified in the Integrated Model of Communication Elements (Barrett, 
2002): staff representation and positioning, effective lines and forms of communication, clear 
messaging specific to stakeholder groups, and the support of organizational leadership (see 
Figure 6). Representation on this committee includes administrators, tenured faculty, full and 
part-time instructors and teacher candidates. This committee will provide a forum for 
communicating planned changes with stakeholders within the organization and beginning the 
work of capacity building for the change process. Given the representation structure of the 
Education Committee, opportunities exist to present the goals of the change and the reasons for 
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implementing the improvement plan to members of the committee, and request that 
representatives take the information to their respective groups for feedback.  
Of particular importance in communicating with the Education Committee will be the 
opportunity to connect with tenured faculty. Enlisting the support of tenured professors who are 
the only teaching faculty with stable employment through permanent contracts, will increase the 
chances that faculty advisors will integrate more fully with all faculty members, and it will 
significantly increase the chances of collaboration in programming and research. In addition, 
inviting tenured faculty to share research projects and discuss course content at faculty advisor 
meetings will encourage ongoing dialogue and collaboration. 
The North Clarence Faculty of Education Program Committee will also provide 
opportunities to communicate with internal stakeholders. Representation on the Program 
Committee is made up of faculty from all of the education programs offered at North Clarence 
including undergraduate, Bachelor of Education and graduate programs. Additionally, the 
committee is chaired by the Dean, and includes the Program Manager and other administrative 
staff. While the faculty advisor role is found only in the Bachelor of Education program, 
communication with, and feedback from, the members of this wider representation of internal 
stakeholders will help to ensure that the plan is understood and supported by members of all 
programs in the department. Some faculty advisors are also instructors in the undergraduate 
program, so making certain that undergraduate program administrators have an understanding of 
the challenges faced by this employee group by will be helpful in ensuring that their professional 
needs are met and will support the goals of the Organizational Improvement Plan.  
 Communication with external stakeholders. Communication with external 
stakeholders will be facilitated through the Teacher Education Advisory Committee (TEAC) 
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structure. Teacher Education Advisory Committees are required for all Bachelor of Education 
programs in the province, and are mandated through the Ontario College of Teachers 
accreditation process (Ontario College of Teachers Act, 2016, s. 9(1)15). The TEAC structure 
provides opportunities to engage directly with external stakeholders, with specific messaging, an 
effective line of communication, and effective positioning for leading the change (Barrett, 2002).  
At North Clarence, this committee is made up of representatives from partner boards of 
education, First Nations, the Ministry of Education, local teacher federations, teacher candidates, 
tenured and non-tenured faculty and administrative staff. The committee is chaired by the Dean. 
Opportunities to communicate the change initiatives with partner boards and teacher federation 
representatives, as well as opportunities for feedback and suggestions will be invaluable to the 
project moving forward. Much of the faculty advisor role is directly connected to practicum 
placements and helping teacher candidates to navigate the transition from the university learning 
environment to the practical realities of the classroom. Opportunities for professional 
development, and action research connections through mentorships, may be enhanced through 
collaboration and connections with local school board staff. In addition, feedback from school 
board partners regarding the faculty advisor role, and how it plays out in schools during 
practicum placements, may help to define the role further and provide additional perspectives on 
the Organizational Improvement Plan.  
The committee structure provides opportunities for ongoing review of the achievement of 
the goals of the Organizational Improvement Plan. In addition, ongoing communication though 
regular committee updates will allow for the sharing of progress markers and successes with all 
stakeholders. The Organizational Improvement Plan recognizes the significance of celebrating 
milestones and acknowledging successes of the faculty advisor group, and these important 
ROLE OF THE FACULTY ADVISOR                                                                                       93 
 
 
 
elements of the plan are embedded in the celebration and recognition strategy outlined in Chapter 
2. Ongoing monitoring and communication (Barrett, 2002) regarding progress and achievement 
of goals along the way will be critical to maintaining commitment to the project and keeping all 
stakeholders informed and engaged.  
Potential Challenges 
A number of challenges have been identified throughout this Organizational 
Improvement Plan. Several additional complications will be elaborated upon. First, in any 
change implementation process, attention must be given to issues of resistance. Lewis (2019) 
notes that “the full range of complex reactions that stakeholders may have to change” (p. 206) 
must be considered. Anticipating and working with cognitive, emotional and behavioural 
reactions (Lewis, 2019), and combinations of these reactions, will be important to the success of 
the OIP. Specifically, there are potential identity issues in the transition from successful 
administrator or teacher to new instructor in a teacher education program and this may result in 
emotional or cognitive resistance.  
Secondly, university program data that is publicly available is relatively limited, 
particularly compared to elementary and secondary school data. This may change over time if 
political pressures are successful in moving towards performance metrics (Weingarten et al., 
2019); however, the type of data collected may not be pertinent to the problem of practice or 
shed light on improvements. Course evaluations, which are provided to instructors directly, may 
be helpful to individuals in improving their practice, and identifying areas for growth.  
Additional challenges in the OIP include the limitations of the P/J practicum course 
coordinator role. While the role offers opportunities to influence changes on several levels which 
have been outlined previously, the lack of control over the hiring of instructors, and the 
ROLE OF THE FACULTY ADVISOR                                                                                       94 
 
 
 
pervasiveness of sessional contracts in the university context, are obstacles that must be worked 
around. 
 Finally, the number of faculty advisors in the problem of practice is small, as is the size 
of the program relative to others in the province. This means that results may be specific to this 
particular organization and program. Despite these limitations and challenges, it is hoped that the 
OIP will address important improvement efforts within the organization, and may have 
implications for the faculty advisor role in similar programs. 
Next Steps 
Initial next steps in implementing the Organizational Improvement Plan will involve 
communication with department leadership. Barrett (2002) identifies the importance of support 
and involvement from organizational management in successful communication for change 
initiatives. Therefore, early and ongoing communication with those in department leadership 
positions will be important in order to clarify the goals of the change plan and ensure ongoing 
collaboration. This will involve connecting with the Dean and Program Manager in order to 
share the goals and strategies outlined in the improvement plan and obtain their support. The 
hierarchical nature of the organization means that the support of those with influence and 
decision-making power will be fundamental to the success of the plan. Presenting the goals and 
potential strategies, along with the benefits for both faculty advisors and the program as a whole, 
will be critical to the project moving ahead. Once the department leadership are positioned to 
support the change plan, the change announcement will be developed, followed by 
communication strategies focused on community building. 
Broillet, Barchilon and Kampf (2013) note the important implications of the change 
announcement in the way members of the organization experience and respond to change. Both 
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the social and technical aspects of the announcement must be considered (Broillet, Barchilon, & 
Kampf, 2013), and attention must be given to the effects of change plans on the culture of the 
organization. Communication that leads to community and capacity building (Elving, 2005), will 
be developed which emphasizes the ways in which members of the organization will be informed 
about the project, as well as opportunities for engagement and professional development to 
support new learning. Messaging that addresses the particular needs of each stakeholder group 
will also be important in the initial stages of the improvement plan. 
In an effort to ensure that there are effective lines of communication and forums for 
providing current information (Barrett, 2002), it will be necessary to investigate potential online 
collaboration tools. Effective communication with faculty advisors and the ability to provide 
successful opportunities for collaboration will depend on finding new ways to connect with each 
other given the limited time that sessional instructors are on the university campus, and their 
restricted access to office space. Identifying online tools that are already currently available to 
North Clarence faculty will provide a way forward that will maximize opportunities for faculty 
advisors to engage in the improvement plan. 
Future Considerations 
Future considerations include understanding that sessional contracts result in higher 
turnovers in staffing and that, despite considerable commitment to the work on the part of faculty 
advisors, hiring from year to year will be affected by factors that are unpredictable and complex. 
In addition, changes in university policy, hiring procedures and contract negotiations may have a 
significant impact on the faculty advisor role and the nature of the work. 
 Secondly, a focus on the sustainability of the project will need to be considered. 
Hargreaves (2007) identifies opportunities for stakeholder networking, working on flexible 
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teams, developing relationships, and providing support for on-going learning as important 
components of sustainable change. In addition, ongoing engagement with the change process is 
likely to result in more impactful and sustainable change. Scott, Tilbury, Sharp and Deane (2012) 
identify a number of factors that lead to engagement in change initiatives in higher education 
organizations. Intrinsic motivators for members of the organization include the knowledge that 
they are taking an active role in the process of meaningful change, positive feedback from 
students, helping others learn, seeing that their ideas are incorporated into the planned change 
and the acknowledgement of past successes (Scott et al., 2012). The long-term sustainability of 
the mentorship program will need to be monitored as additional funds may be necessary to 
ensure that this strategy is viable. The mentorship strategy relies heavily on the principles of 
shared leadership which will require careful planning and ongoing support. Additionally, 
leadership development and encouragement, as well as succession planning for leadership 
positions, will be needed.  
An additional consideration is the future implementation of professional learning 
communities, once the selected strategies have been successfully implemented. Professional 
learning communities would be beneficial for examining and challenging on-going practices 
(Harris, 2011; Stoll, et al., 2006), would support the emphasis in the OIP on social justice and 
equity, and encourage the personal commitment and ongoing effort of members (Mullen & 
Schunk, 2010). In addition, action research projects that are specific to the faculty advisor role 
would be supported by the implementation of PLCs in the future. Professional learning 
communities hold great promise for continued development of the change project and the 
support of sustainable and lasting change over time. 
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Finally, in education as in other fields, the constant and rapid pace of change in the 21st 
century must be considered. Opportunities for individuals and organizations to connect with 
others to deal with new information and constant innovation will be needed (Hargreaves, 2007).  
Keeping up with new developments in technology, updated curricula and research in teaching 
and learning will be an ongoing challenge. Those in leadership positions will need to be resilient, 
collaborative and open to new ideas. 
Concluding Thoughts 
Faculty advisors play a critical part in the development of teacher candidates as they 
prepare to take on the complex challenges of the classroom. As the liaison between the academic 
studies of the university and the practical work of teaching, a wide range of knowledge, skills 
and experience is required for success. In addition, it must be recognized that classroom teaching 
and administrative experience, while helpful, does not necessarily translate to effective 
university-level teaching. Furthermore, the transition from successful educational leader in 
Kindergarten to Grade 12 environments to the role of new and inexperienced teacher educator 
can result in significant self-doubt and identity insecurity. Additional challenges related to 
precarious job status and limited access to professional development, resources and opportunities 
for research compound these difficulties. Implementation of the mentorship project, celebration 
and recognition events and enhanced induction procedures are strategies put forward in this 
Organizational Improvement Plan to address the challenges outlined in the problem of practice. 
Ultimately, faculty advisors deserve a stronger voice in the organization, and the recognition that 
their contributions to the development of teacher candidates are valued and respected. After all, 
the work of faculty advisors will impact the success of teacher candidates, and the learning 
environment provided for their students, for generations to come. 
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Appendix A: Overview of the Implementation and Monitoring of the OIP 
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Appendix B: Communicating the Need for Change 
 
Communicating the need for change with respect to the three strategies: mentor strategy, recognition and celebration events and enhanced 
induction procedures. Adapted from L. Lewis, 2019, Organizational change: Creating change through strategic communication (2nd ed.). 
Malden, MA: WILEY Blackwell. A. Sidnell, 2020. 
  
Introducing Change
• Use of two-sided messaging (acknowledge 
negatives, avoid euphemistic language)
• Gain frame—focus on the positive 
potential outcomes of the change
• Use of strategic communication—small 
informal discussions, general 
informational meetings, individual 
informal discussions (Lewis, 2019, p. 184)
• Provide opportunities for stakeholder input 
and  collaboration
• Acknowledge the need for, and make 
provisions for, professional development
• Ensure that similar information is provided 
to all stakeholder groups
• Address anticipated questions and 
concerns
Monitoring Change
• Plan assessment of goal 
achievement at regular intervals
• Ensure that assessment measures 
from different perspectives are 
included (all stakeholders)
• Ensure that measurement 
strategies relate to the stated 
goals
• Plan for adjustments based on 
assessments of the change 
process
Adjusting the Change Process
Autonomous/adaptive approach 
(Lewis, 2019, p. 158) allows changes 
to reflect faculty advisor needs
Implementation of assessment at 
regular intervals to enable necessary 
changes
Opportunities for stakeholder feedback 
throughout the change process with 
related adjustments to the process
Provision made for ongoing 
professional development that meets 
the emergent needs of faculty advisors
Institutionalization
The mentoring strategy has 
become an accepted and expected 
part of the organizational 
structure. 
Recognition and celebration 
events are regularly scheduled and 
supported.
Enhanced induction procedures 
address the specific needs of 
faculty advisors on sessional 
contracts.
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Appendix C: Implementation Plan and Timeline for the OIP 
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